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Preface 

In 1970 the report Literacy 1967-1969 provided an account of adult literacy 
work up to the last years of the 1960s. This publication carries the story forward 
Co describe the efforts made to bring some of the world's illiterate millions into a 
literate society during the period of transition from the First to the Second 
Development Decade. 
The present account is largely based on replies to a questionnaire sent in the 

spring of 1 97 1 to all Unesco Member States and to non-governmental groups and 
organizations concerned with literacy. A total of sixty-seven Member States 
replied, but many of these stated that illiteracy was no longer a problem for them. 
Twenty-three non-governmental groups and organizations also answered the 
questionnaire. Information from these replies has been supplemented by material 
from reports, periodicals and books appearing during the period under review or 
touching on it. The account no doubt suffers from a lack of information on 
literacy activities in several countries. 
This report cannot possibly describe all the innovative and ingenious literacy 

programmes deserving mention, nor can it name all the organizations, groups and 
individuals making important contributions to the promotion and improvement 
of adult literacy education. It does try to sketch the main trends of this activity, 
using as examples selected programmes and contributions on which adequate 
documentation is available, and also to indicate what problems must be solved 
within the next decades if large-scale reductions in illiteracy are to take place. 
It is felt that the analysis of trends and figures in the present publication will 

not only be of interest to policy-makers and others directly concerned with 
literacy work but also to all those members of the general public who recognize 
that literacy is basic to the future development of millions throughout the world. 
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Introduction: progress and trends 

Within the context of ever-increasing efforts to expand literacy education, the 
spread of the concept of functional literacy and the execution, with the participa- 
tion of Member States, of Unesco’s Experimental World Literacy Programme 
to test and develop this concept, have provided the main impetus to world-wide 
literacy action in 1969-71. Any assessment of recent literacy efforts must ask 
to what extent the work-oriented pilot projects of the experimental programme 
are meeting expectations and what prospects are opened by fuiictional literacy 
in action. 
Functional literacy, however, is a conceptual framework, not a formula, and 

the work-oriented piIot projects are what their name implies: relatively small 
undertakings aimed at increasing knowledgc and demonstrating techniques. It 
was the failure of so many earlier publicly and privately sponsored efforts to 
eradicate illiteracy-whether at the international, national or local level-that 
led governments and other agencies to endorse a new approach. The ultimate 
success of new concepts and programmes depends on whether they have im- 
proved literacy work at all these crucial levels. 
Keeping these perspectives in mind, we can ask what main trends stand out 

from a world-wide review of recent literacy efforts. Before these trends are 
summarized, however, a look at the statistics on literacy is in order to set 
the stage. 

THE BATTLE OF NUMBERS 

The fight to spread literacy among the world’s population is being both won 
and, to some extent, lost. 
On the winning side, latest estimates1 show that the percentage of literates in 

the population continues to rise. It rose more during the years 1960 to 1970 
than had been predicted for this period, Also on the winning side, more people 
(both primary-school children and adults) are becoming literate than ever before. 

1. The multiple weaknesses of literacy statistics are often noted, not without justice, but these 
statistics at least give us a broad picture of where illiteracy is concentrated and what effects 
literacy work is having. Census figures for 1970 axe not yet available for analysis but it is 
expected that they will be more detailed and more accurate than previous statistics, owing to 
the new emphasis placed on literacy and to census guidelines laid down by the United Nations. 
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Introduction: progress and trends 

On the losing side, the number of illiterates, like the world population as a 
whole, continues tol’increase. It is not growing at anything like the same rate as 
the world population, but is so overwhelming that it is producing more people 
than present literacy efforts can cope with. (This is especially true in the 
developed countries where higher population growth-rates contribute to the 
education gap between these and developing countries.) For many school-age 
children there are no schools at all, nor are all the children who do attend school 
staying there long enough to acquire permanent literacy; thus new generations 
of illiterates continue to join the adult population. Also, many who were once 
literate, whether through schooling or adult literacy education, have lost these 
skills because thay lack any opportunity to develop them. 
A closer look at statistics on illiteracy reveals further injustices. Almost 

universally, more women are illiterate than men; recent growth in literacy has 
favoured men over women, thus widening this differential. Rural dwellers are 
more apt to be illiterate than those living in urban areas, especially in many 
countries that depend largely on agricultural production for their income. There 
is a dangerous possibility that educational differentials between these groups will 
widen unless women and rural populations receive special attention. 

Quantitative statements on literacy depend largely on one’s definition of who 
is literate, and here the last three years have seen some soul-searching on the 
part of statisticians and educators. New definitions based on functionality-to 
what extent one’s literacy skills allow one to meet society’s normal demands- 
show that many people still officially considered literate are in fact as ill-equipped 
for daily tasks as total illiterates. Some of the economically developed nations, 
where both industry and agriculture are being automated and skilled labour is 
increasingly in demand, are recognizing a need to improve the basic literacy 
skills of a substantial part of the adult population. 

LITERACY IN AN ECONOMIC AND SOCIAL CONTEXT 

Ironically, just when quantitative projections of world illiteracy are providing 
scant room for optimism, literacy is being accorded more and more qualitative 
importance in meeting national and international development objectives. If an 
important characteristic of the last decade is the increasing weight granted 
general (school) and technical education in plans for social and, especially, 
economic development, a crucial trait of the period under review is the attention 
economists and planners are paying to adult literacy. Adult literacy is now 
considered by many a prerequisite without which many forms of capital and 
technical investment (including training of certain high-level manpower) lose 
their impact. Economists do not agree on exactly when or how much literacy is 
required in modernization processes, but few in 197 1 would disregard adult 
literacy in designing development plans and programmes. 
Literacy and illiteracy are part of a social as well as economic context, and 

recently social scientists have been enriching literacy activities by providing 
information on the varying social implications of literacy in given societies. 
Examination of the sociological and cultural aspects of literacy is invaluable in 
attacking all kinds of problems, from motivating adult attendance at courses, 
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Introduction: progress and trends 

to designing materials that they can learn from and will read, and predicting 
the retention and use of attained skills. Social science is placing literacy, too 
often assumed to be a uniform set of skills uniformly desired by all, within the 
multiple complexities of a multitude of societies. 

TESTING FUNCTIONAL LITERACY 

There is now enough experience with functional literacy programmes to allow 
some conclusions about this approach to literacy teaching.l It seems quite 
clear that functional literacy programmes achieve very good results provided 
the conditions they require are met. A good deal has been written about what 
functional literacy is; attention is now turning to discussing how it works and to 
defining the conditions under which it works best. 
Because most functional literacy programmes, and especially those of the 

Experimental World Literacy Programme pilot projects, are for workers in 
industry and agriculture, the approach itself might be thought inherently élitist. 
In fact this is not the case. In most developing countries selectivity of some sort 
is enforced by lack of means; countries participating in the Experimental World 
Literacy Programme have chosen to experiment with providing literacy to those 
groups with the greatest chance of using it to advance over-all national devel- 
opment. But the idea of integrating literacy with other skills and knowledge to 
improve daily living can be applied to millions of people. For example, the 
1969-71 period has seen thc initiation of a number of functional literacy 
programmes for women; these programmes are functional in that they integrate 
literacy with the teachingl of improved practices in such areas as nutrition, child 
care and hygiene. In the United States of America, functional literacy pro- 
grammes reach out to the most disadvantaged-the unemployable. Far from 
meaning abandonment of the goal of universal literacy, functional literacy implies 
better planning for, and management of, available resources in achieving that 
goal. 

THE EXPERIMENTAL WORLD LITERACY PROGRAMME 

By far the most significant literacy action programme operating during the period 
under review has been the Experimental World Literacy Programme. During 
this period the programme entered a new phase.2 

In 1969 most of the twelve experimental projects within the programme were 
still at the planning stage-developing initial teaching materials, experimenting 
with training small groups of teachers, working out relationships between inter- 
national and governmental staff and between agencies and ministries, and 
conducting a few trial classes. By 1971 this stage was over and a number of 
projects were in full operation: by 1 July 1971 about 235,000 adults were 
attending classes, taught by some 8,000 instructors. Even more important, the 
projects had developed, tested and refined many different teaching programmes, 

1. A description of functional literacy appears in Chapter 3. 
2. Details of the Experimental World Literacy Programme are given in Chapter 3. 
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Introduction: progress and trends 

each designed to meet the specific learning needs of a given group. At this 
point attention was turning to completion of the projects and integration of 
their activities into national literacy programmes as well as to evaluation of 
results and dissemination of information. Additionally, Unesco was exploring 
with other governments and agencies possibilities for launching new and highly 
diversified experimental projects and investigating possible implications of new 
methods developed in the programme for other branches of education. 
Obviously, development of the work-oriented pilot projects has not proceeded 

without problems. It is now recognized that the time allowed for planning and 
preparation was too short, and in some cases the milieu chosen was not suited 
to a functional literacy programme. The experimental intentions and tha 
operational realities of these projects, moreover, have sometimes conflicted, and 
not all the experimentation originally planned has taken place. 
Despite these set-backs-thorough analysis of which is as important as that of 

positive achievements-the pilot projects have clearly produced many significant 
operating results and are now providing important information on the application 
of functional literacy in a variety of settings. They have also broken new ground 
in a number of vital areas: methodology for work-oriented literacy, design and 
production of highly specialized teaching materials for functional literacy pro- 
grammes, organization for adult literacy work in industrial and rural settings, 
training of instructors as well as personnel at all levels concerned with literacy 
education, evaluation of on-going adult literacy programmes and their results. 
Further, their influence on national and other literacy programmes around the 
world is strong and growing. 

CHANGES IN GOVERNMENTAL POLICIES AND ORGANIZATIONAL PATTERNS 

National policy towards literacy has changed strikingly in many countries during 
the period 1969-7 1. Abandoning earlier expectations that school education 
alone would solve educational deficiencies, many governments have officially 
recognized the importance of adult education, including literacy, in national 
development and are providing for literacy education for adults in national 
development plans. In a related move, a number of countries have chosen a 
selective approach linked to development priorities and integrating literacy with 
other kinds of knowledge and skills to replace a rarely effective massive 
approach. 
Many countries, including some that have endorsed a functional approach, 

still regard adult literacy as a first step towards attaining a school equivalency 
certificate; such certificates are still widely required for employment and for 
further education. A few countries, however, are groping towards adult literacy 
education based entirely on adult needs and learning potentials. 
The new policies described above often have practical repercussions in the 

establisment of a section, or sometimes a centre, for adult literacy within the 
ministry of education (or, occasionally, within another ministry). Another re- 
lated trend is grouping representatives of various agencies concerned with adult 
literacy education in a board or committee or council, to set guidelines and 
determine policy for adult literacy work. Such groups can also increase public 
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Introduction: progress and trends 

awareness of, and support for, literacy activities. In some countries they are 
being formed at the regional and local as well as national levels. 

INNOVATIONS IN PERSONNEL TRAINING 

Though primary-school teachers remain the principal source of adult literacy 
teaching staff, the period 1969-71 has seen a strong trend to recruit teachers 
from other sources: co-workers of adults in work-oriented literacy programmes, 
agricultural extension or health personnel. In addition, all kinds of literacy 
teachers, even those with primary-school experience, are increasingly receiving 
specialized pre-service and/or in-service training in imparting both literacy skills 
and other vital information to adults. 
A pressing need within the pilot projects assisted by the United Nations Devel- 

opment Programme (UNDP) and Unesco for trained personnel in various fields 
(programme design and evaluation, administration, production of teaching 
materials, teacher training, post-literacy activities) has brought about a new 
approach to training: the operational seminar. An operational seminar brings 
together interdisciplinary teams who work intensively to design and implement 
an actual functional literacy programme within a specific milieu, in collaboration 
with the local population and programme participants: learners, teachers, super- 
visors. The aim is to provide training through doing, and the method may have 
important implications for training personnel for other levels of education. 

INNOVATION IN METHODS AND MATERIALS 

The period 1969-71 has seen a real explosion of innovative methods and means 
for helping illiterate adults learn. 
Pedagogic innovation begins with the design of ‘made-to-order’ learning pro- 

grammes, when potential learners and programme designers determine together 
what problems in a given nzilieu are impeding personal and collective progress, 
which of these education can help solve, and what kinds of learning can 
provide the understanding, knowledge and skill most needed. Learner participa- 
tion in programme design is a radical change from previous approaches. 
Innovation continues with new ways of presenting and arranging learning 

materials. The learner is encouraged to take an active part; the stress is on 
learning by doing. In the process the learner may meet a variety of audio-visual 
aids from films, filmstrips and slides to cassette recordings or television pro- 
gramming. H e  may use new means for individual study-for example, pro- 
grammed learning. H e  may experience techniques unknown in the traditional 
classroom: group discussion unobtrusively guided by a trained animator, practical 
demonstrations in the field or workshop. H e  may produce learning materials for 
himself and others-by writing stories or listing words identified outside the 
classroom. 
A parallel revolution is taking place in the design of aids for teachers. 

Especially in programmes integrating work-oriented learning materials with 
literacy, the best teachers are often people from the learners’ milieu: a fellow 
farmer or factory worker or housewife familiar with learners’ problems and 
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points of view. Such teachers need special reinforcement in teaching methodo- 
logy, provided through a variety of means: teachers’ guides, lesson-by-lesson 
instruction sheets, self-explanatory visual aids, radio programmes broadcasting 
advice on teaching and model lessons. 
These new methods and techniques are limited in most countries to small 

pilot programmes, because they are costly or because their use requires specially 
trained personnel as yet in short supply. Therefore their greatest near-term value 
may lie in their effect on larger-scale programmes. Abandonment of school- 
children’s primers for books more suited in subject-matter and vocabulary to 
adult interests, use O£ visual aids designed by hand, initiation of discussion 
among adult learners-such less-spectacular but important changes are becoming 
widespread in national and other literacy operations. 
Eventually, current innovation in adult literacy methods and materials may 

strongly influence other areas of education-for example, schools in developing 
countries. In some of these countries, adult literacy education now shows signs 
of becoming a testing ground for application of new techniques to the practical 
exigencies of low-budget teaching programmes in hard-to-reach areas where 
teachers have a little more education than those they are teaching. 

NEW EMPHASIS ON POST-LITERACY 

Post-literacy activities have two aspects: practice of skills attained during literacy 
instruction, and provision of opportunities for further formal and informal 
education and for cultural enrichment. 
Functional literacy programmes offer one built-in response to the first problem 

since they are designed to impart literacy and other skills to those who need 
and will use them. Nevertheless, even these programmes must provide printed 
materials-brochures, periodicals, newspapers, books-in a language and vocabu- 
lary the new literate can read. Some functional literacy programmes are going 
further to stimulate the new literate: for example, by providing libraries, but also 
organizing book discussion groups to help printed matter come alive; by radio 
broadcasts designed to increase knowledge and create interest in continued 
learning. 
As for further opportunities for organized education, these are widely available 

in some countries and still on the drawing-board in others. Even where they 
exist, however, there is a growing realization that they must be articulated with 
adult literacy efforts, taking realistic account of the new literate’s still-limited 
abilities and the fact that he often needs guidance, encouragement and even 
incentives to continue his education. In this area the eventual development of 
lifelong education systems designed to meet people’s immediate educational 
needs will greatly increase the possibilities for reinforcing adult literacy. 

GROWING INTERNATIONAL CO-OPERATION 

The 1969-71 period saw a marked expansion of international co-operation and 
collaboration both within and outside the Experimental World Literacy Pro- 
gramme. Literacy instruction for adults has long been provided by a bewildering 

14 



Introduction: progress and trends 

variety of agencies and organizations round the world, some public, some 
private, some large, some small. These agencies are now increasingly grouping 
forces to establish literacy programmes, organize meetings and workshops on 
specific problems of literacy education (for example, production of teaching 
materials, training of teachers), and exchange information. Even international 
agencies are co-operating in litcracy work: some of the pilot projects of the 
Experimental World Literacy Programme include experts from the Food and 
Agriculture Organization (FAO) and the International Labour Organisation 
(ILO) as well as from Unesco, while others constitute a component in larger 
development operations. 
Information exchange is particularly crucial, since the rhythm of innovation 

in both concept and action has quickened in the last few years while, cor- 
respondingly, the desire for information on practices, problems and results has 
grown. The 1969-71 period has seen the establishment of an international 
institute for adult literacy in Iran which collects and disseminates information on 
adult literacy methods, as well as the launching of several new publications 
devoted to literacy efforts. 

With more and more interest in literacy as a vital input into programmes for 
social and economic advancement, the number of agencies concerned with adult 
literacy and the amount of regional and international collaboration between them 
should grow; hopefully, increased international collaboration will bring with it 
higher efficacy and greater financial support for literacy work. 

FINANCING: FAR BEHIND NEEDS 

Growing interest in adult literacy education has not, it would seem, been 
matched by a significant increase in funds allocated to adult literacy. 
Public expenditures for literacy on the national level are usually included in 

the total budget for adult education, and even this figure is not readily available. 
Recent information from forty-four Member States-both developed and devel- 
oping countries-shows that the majority (twenty-three countries) spend less 
than 1 per cent of the total education budget on adult education and literacy 
combined; only three of these countries spend over 3 per cent of their educa- 
tional budgets on adult education. Total world-wide public expenditure on 
education at all levels is increasing (it grew almost 150 per cent between 1960 
and 1968, the latest year for which figures are available); but, according to 
figures quoted by the Unesco Oflice of Statistics, most of these funds-U.S. 
$120,000 million out of a world-wide total of U.S.$132,000 million spent in 
1968-is accounted for by the developed countries, which of course have the 
smallest illiteracy problem. 
Private and supplemental aid from voluntary agencies, bilateral sources, 

private enterprise and so forth, has often given important support to adult literacy 
work, but this support remains impossible to quantify and there is no evidence 
that it has increased in 1969-71. 
As for aid from international sources, this has remained more or less steady 

during the years under review. The main part of aid to literacy goes to the 
Experimental World Literacy Programme’s twelve pilot projects. These projects 
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are jointly financed by UNDP, with funds administered by Unesco, and the 
countries in which they operate, in an average ratio of one part UNDP funds 
to four parts national government financial support. A n  encouraging trend has 
been the allocation to Unesco of funds in trust from private and public sources 
within Member States for specific functional literacy projects. 
Where the need is greatest-in the developing countries-national govern- 

ments cannot in most cases substantially increase their educational budgets or 
readjust priorities to provide massive funds for adult literacy. Bilateral aid 
might grow to some extent, especially if aid-giving nations recognize the value 
of including an adult literacy component in every development project. UNDP 
can be expected to continue to finance functional literacy programmes, but 
obviously does not have the means to provide all the assistance needed. 
Clearly, in the face of an overwhelming need to arrest the continuing growth 

of adult illiteracy throughout the world, new sources of financing must be found. 
Among the most promising of these are institutions like the International Bank 
for Reconstruction and Development (IBRD) and the regional development 
banks which contribute to over-all economic development. As more results of 
the Experimental World Literacy Programme become available the interest 
increasingly shown by these institutions will perhaps result in solid commitments 
to provide financial aid for adult literacy. 
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1 World literacy: the statistics 

Statistics on literacy in the world’s adult population reflect the totality of efforts 
to create a literate adult population-through childhood school attendance, 
adult literacy programmes and all other forms of education, formal and informal, 
designed to promote, maintain and develop literacy. This book reports on 
activities during the period 1969-7 1 in one branch of education: adult literacy 
programmes. The significance of these activities is not clear, however, unless 
they are viewed within the context of the over-all struggle against illiteracy at 
all age levels, since the need for adult literacy education tomorrow will depend 
on how many children there are today and the percentage of these becoming 
permanently literate in school. 
In Literacy 1967-1969 the Unesco Office of Statistics attempted to update 

to 1960 the estimate of the world literacy situation that had been made for 
around 1950. Since that document appeared, a few more countries have pub- 
lished the results of their 1960 round of population censuses and the 1970 round 
of censuses has begun. The results of the latter, however, will not be available 
for a number of years. 
In the meantime, the Unesco Office of Statistics has re-estimated the 1960 

situation and has made some preliminary estimates for 1970. Table 1 sum- 
marizes the situation. 

TABLE 1. Estimated numbers (in millions) and percentage of illiterate adults (15 +) 
in the world 

Year 
~ 

1950 
1960 
1970 

~ ~ 

Percentage of 
total illiterates Adult population Literates Illiterates 

1 579 879 700 
1 869 1 134 735 
2 287 1 504 783 

44.3 
39.3 
34.2 

MORE LITERATES, BUT ALSO MORE 1LLITERATES 

The percentage of adults (i.e. persons aged 15 and over) who are illiterate has 
fallen in the two ten-year periods 1950-60 and 1960-70 from 44.3 per cent to 
39.3 per cent and then to 34.2 per cent. This is a considerable drop-five, 
percentage points in each of the two decades. At the present moment, therefore, 
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one can begin talking in terms of one-third of the world’s adults being illiterate 
instead of the old familiar estimates of two-fifths in 1960 or nearly one-half 
in 1950. 
Nevertheless, because the total adult population has swelled by about 700 

million in the same period-an increase of some 300 million in the first decade 
and some 400 million in the second-the actual number of adult illiterates has 
gone on rising. It rose by 35 million in the decade 1950-60 and by 48 million 
in 1960-70, resulting in a present total of 783 million adult illiterates. 
At the same time, however, the number of adult literates in the world has 

also been rising-by about 250 million in 1950-60 and over 350 million in 
1960-70, or a total of over 600 million in the two decades. 
It is important always to keep sight of this enormous increase in the number 

of literates when discussing world literacy because it demonstrates the efforts 
made by Member States throughout the world to extend primary education and 
develop adult literacy programmes. 
The 1970 estimated world figure of 783 million illiterate adults is more 

favourable than would have resulted had the 1950-60 rate of decrease in the 
percentage of illiterates been maintained (see Table 2). Had this been the case, 
illiterates would account for 34.8 per cent of total population (instead of 
34.2 per cent), or an estimated 800 million persons (instead of 783 million). 
In other words, the percentage of illiterates to total population, it is estimated, 
fell sightly faster between 1960 and 1970 than between 1950 and 1960. 

TABLE 2. Adult (15 +) population: rate of decrease in percentage of illiterates to total 
population 

Period 
Rate of decrease in 
percentage of illiterates 

Annual Decennial 

1950-60 
1960-70 

0.50 
0.51 

5.0 
5.1 

Table 3 shows that the number of literates in the world increased at a 
faster rate in 1960-70 than in 1950-60; also, in both decades, literates increased 
at a much faster rate than did the adult population as a whole. However, the 
ever-rising rate of increase in the total population still causes the number of 
illiterates to grow, though only by a relatively small amount. 
Although it is not very meaningful now to make estimates for 1980, the 

Office of Statistics very tentatively suggests that the combined effects of ageing 

TABLE 3. Adult (15 +) population and literacy estimates: rates of increase (percentages) 
~~ 

Adult population Literates Illiterates 
~ __--- Period 

Annual Decennial AMUd Decennial Annual Decennial 

1950-60 1.70 18.43 2.58 29.01 0.48 5.00 
1960-70 2.03 22.36 2.86 32.63 0.63 6.53 
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of the population, increase in primary education and intensified adult literacy 
campaigns will continue to produce even greater improvements during the 
seventies than have been estimated for the sixties. In 1980, with a projected 
world adult populaticn of 2,823 million, there might still be some 820 million 
adult illiterates, who would represent 29 per cent of the total adult population. 
This would mean an increase of some 500 million adult literates against an 
increase of 37 million adult illiterates. The effect of this huge increase of 536 
million in the adult population during the seventies-as against 418 million in 
the sixties-could continue to undermine all efforts Member States make to 
eradicate illiteracy. 

It might be interesting to look at all the data presented graphically (see 
Figs 1 and 2). 

The situation can be seen at a glance: a soaring population and the number 
of literates soaring, although with the number of illiterates also showing a slight 
but steady rise. The reader can easily imagine the continuation of the lines 
showing literates and illiterates up to the year 2000; even the most optimistic of 
assumptions could not lead one to believe that illiterates throughout the world 
will number fewer than 650 million, or about 15 per cent of the world adult 
population, in thirty years. Despite steady gains, world adult illiteracy is not a 
problem that will be solved during the twentieth century. 

REGIONS: IN ONE THE TIDE IS TURNING 

Table 4 gives the 1960 and 1970 estimates broken down by region. As shown, 
Africa and the Arab States have the largest percentage of illiteracy in their 
adult populations, followed by Asia and then Latin America; the order has not 
changed between 1960 and 1970. All four regions decreased their illiteracy 
rate by between seven and nine percentage points during the decade. However, 
this means that, whereas in Latin America the percentage of illiterates to total 
population was reduced by more than a quarter, in Africa and the Arab States 
it fell by only 10 per cent. 
For the first time in Latin America the absolute number of illiterates decreased 

over a ten-year period, albeit by only 1.5 million. In this region the tide is 
turning. 
Only a most speculative estimate can be made about what the regional situa- 

tion might be in 1980. At the present rate of educational progress, and taking 
into account the ageing of the population, the percentage of adults who are 
illiterate should fall in Africa from 74 per cent to 67 per cent; in Asia from 
47 per cent to 38 per cent; and in Latin America from 24 per cent to 15 per 
cent. Still, these estimates mean that, in both Africa and in Asia, there will be 
over 25 million more adult illiterates by 1980. 

WOMEN AND ILLITERACY 

In all regions of the world the percentage of illiterates to total population is 
larger for women than for men. However, the differential between male and 
female illiteracy varies greatly by region, as seen in Table 5. 
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World literacy: the statistics 

As Table 5 shows, while illiteracy among both men and women has dropped in 
percentage terms between 1960 and 1970, male illiteracy has decreased faster 
than female illiteracy. In other words, world-wide gains in literacy in the last 
decade have benefited the male population, which already had a higher literacy 
rate in 1960, more than the female population. The trend is for the disparity 
between the two groups to increase where it is greatest-in the Arab States and 
in Africa; whereas in Latin America, where the disparity was relatively small 
in 1960, the difference between the two sexes has narrowed in the last decade. 
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WHY IS ILLITERACY PERSISTING? 

The number of illiterates in the world is bound to continue growing for some 
time for a very simple reason: the population is increasing faster than educa- 
tional facilities, both for children and for adults, are being provided. 
Total world population1 is now increasing at about 2 per cent a year, mainly 

because advances in medicine and nutrition are allowing more people to survive 
and live longer lives. Since the greatest gains have been made in reducing infant 
and childhood mortality, the rate of population increase is even higher in the 
younger part of the population, that of school-going age. Census figures already 
available indicate that between 1960 and 1968 an additional 123 million children 
aged 5-14 were theoretically eligible for basic education. According to population 
projections made by the United Nations, from 1965 to the year 2000 the 
population aged 0-4 will have increased by 63 per cent (an additional 290 
million), and the population aged 5-14 will have grown by 80 per cent (an 
additional 620 million). 
Population-increase rates are, and will continue to be, greatest in areas where 

the percentage of school-age children enrollcd in school is smallest-Africa, the 

1. Statistics on population in this text come from the United Nations Population Division; 
statistics on school enrolment ratios, drop-out and wastage are from the Unesco Office of 
Statistics, based on questionnaires sent out by Unesco and on national publications. 
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Arab States, Asia and Latin America; where most school-age children attend 
school-in North America and Europe-population is increasing at the lowest 
rate. Thus, of the additional 620 million children aged 5-14 expected in 2000, 
over 570 million will live in the developing countries, which by the end of the 
century will have doubled their population in this age group. The implications 
of this pattern of population growth for education are obvious: the developing 
countries will have to make enormous efforts merely to maintain present school 
enrolment ratios. 
Even up to now, despite impressive advancements in primary-school enrol- 

ment1 during the sixties, the schools have just barely managed to keep up with 
population growth. Many more children are in school than ten years ago, but 
the percentage of school-age children inside classrooms has not increased fast 
enough to make large advances over growth in the school-age population. As 
Table 6 shows, the estimated percentage of children of primary-school age 
attending school rose from 63 per cent in 1960-61 to 68 per cent in 1967-68. 
In 1968 only 40 per cent of African children of primary-school age were 
egrolled in school; corresponding figures for the Arab States and Asia were 50 
per cent and 55 per cent respectively. 

TABLE 6. Percentage of children of primary-school age1 attending school, 1960-61 and 
1967-68 (provisional) 

Major regionsa 196041 1967-68 

World total 63 68 

Africa 
Northern America 
Latin America 
Asia3 
Europe 
Oceania 
(Arab States) 

34 
98 
60 
50 
96 
95 
(38) 

40 
98 
75 
55 
97 
95 
(50) 

1. Primary-school age has been calculated as defined in each country’s school system. 
2. See footnote to Table 4, above. 
3. Excluding China, the Democratic People’s Republic of Korea, and the Democratic Republic of Viet-Nam. 

While money is sought to build needed schools, especially in remote areas, 
and to train teachers, each year a new wave of young people passes into the 
adult world completely unschooled. Unless reached by adult education, these 
people remain illiterate all their lives. The majority of the developing countries 
cannot hope to attain universal primary-school enrolment in the coming decade. 
Children receiving no education at all are not the only ones who will become 

1. As Gunnar Myrdal has pointed out in his Challenge to World Poverty (New York, Random 
House, 1970), there is probably a large gap between school enrolment and regular school 
attendance in developing countries. Also, in terms of social and economic change, the real 
effectiveness of school expansion depends on who goes to school as well as on how many. 
In some countries most new schools are built around urban areas and attended mainly by 
children of relatively well-to-do families, while offspring of the poor, especially in rural areas, 
never see a school. 
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illiterate adults. One of the great weaknesses of statistics on literacy is that in 
many countries an individual is counted as literate merely because he has been 
enrolled in school for two or three years, while even where a reasonable minimum 
standard is set it is not always carefully applied (for example, in the United 
States anyone having attended school for six years is automatically counted as a 
literate in censuses even if those six years were spent in repeating the first two 
or three grades).l But school attendance alone does not ensure literacy, especially 
where school wastage (drop-out and repeating) is common. India, for example, 
reports serious wastage between the first and the fifth years; only 16 per cent 
of the children who entered grade I in 1963 completed grade V in 1967 (and 
only 47 per cent ever complete the five-year cycle even with repetition).3 To 
make matters worse, wastage is most prevalent in rural areas, where people 
with weak literacy skills have the least incentive to improve those skills and 
where reading materials and opportunities for continued self-education are 
lacking. 
Another factor in the rise in the number of illiterates, the effects of which 

probably do not show up in official statistics on literacy, is relapse into illiteracy 
among those who were once confirmed literates. Only a small amount of in- 
formation is available on this phenomenon but all of it is disturbing. Thailand, 
for example, reports a 1968 study of the Department of Elementary and Adult 
Education of the Ministry of Education which found that 33 per cent of those 
graduated from grade IV (until recently the last grade of primary school) became 
illiterate within a few years after leaving school. A test made in 1963-64 of 
973 adults who had attended adult literacy classes in Poland in 1949-51 showed 
that 60 per cent of those tested could no longer read or could read only with 
great difficulty, while only 9.4 per cent could write with ease.3 According to a 
recent study4 of literacy retention made in India, children having finished less 
than four years of schooling and adults with less than three years (or the 
equivalent) of intensive adult literacy instruction have little chance of retaining 
literacy skills at a useful level in later years. Onc can only wonder how many 
persons who could once read and write at, say, third-grade level in school or 
who passed a simple literacy test after two years of adult literacy instruction- 
and who have thus been counted as literates-have lost these skills. 

In some cases the person is merely asked if he is literate. In urban areas especially, where 
illiteracy tends to be considered a liability, a respondent who is illiterate or who can barely 
write his name may be tempted to answer in the affirmative. The United Nations strongly 
urged use of a literacy test in the 1970 census but it is not yet known how many countries 
complied with this suggestion. 
Children who repeat, it should be noted, fill classroom space from which other children are 
barred: the more repetition a school system shows, the fewer children it serves. 
See : Joanna Landez-Tolwinska, ‘Former Participants in Literacy Courses in Poland’, Literacy 
Discussion, Vol. I, No. 3, summer 1970, p. 107-10. 
Reiention of Literacy, summary of a study by J. M. Kapoor and Prodipto Roy (Paris, Unesco, 
1971. (ED/WS/219.)) A study of adult education in Tunisia notes that ‘successful completion 
of the sixth grade is probably the minimum for ensuring that the child will retain his simple 
literacy five to ten years later when he has a more or less steady job’. John Simmons, ‘Towards 
an Evaluation of Adult Education in a Developing Country’, note 20, p. 42. (Unpublished 
report to Unesco’s Literacy Division.) 
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CHANGING DEFINITIONS OF LITERACY 

The statistics on literacy in the world today and projections for the decades 
ahead should be viewed in the light of another phenomenon: a continuing evolu- 
tion in definitions of what is meant by literacy. More and more, literacy is 
being looked at pragmatically: literacy is as literacy does. In other words, a 
person is literate if he can meet the normal demands for literacy skills made on 
him by his society. Since many societies are undergoing fast development, these 
demands are themselves changing quickly. 
As a result, people who are literate according to officially accepted criteria 

may find that when they apply for certain jobs, try to fill out required documents, 
or engage in other actions normally expected of ordinary members of their 
society their literacy skills are inadequate to carry them through. They are 
functionally i1literate.l 

The discrepancy between official statistics on literacy and the actual capa- 
bilities of the adult population is receiving the greatest publicity in highly in- 
dustrialized nations where a skilled work force is in demand and where daily 
living may involve dealing with a tangle of forms, documents and other papers. 
In the United States, for example, the official statistics on illiteracy show a 
scant 1 per cent of the population 14 years old and as illiterate in 1969.2 
Yet, a poll conducted in 1970 indicated that about 18.5 million Americans 
aged 16 and over cannot fill out standard forms required to obtain several vital 
social services. Using the simplest version of these forms available, and testing 
only people with no physical disabilities that could affect literacy, the poll showed 
that, on grounds of reading and writing disability alone, 4 million adults could 
not fill in forms required to get public welfare (unemployment) assistance, about 
10 million people would have difficulty qualifying for social security, over 11 
million could not get a driver’s licence (for which a written test is required), 
and 14 million could not apply for a bank loan. Illiteracy is closely tied in with 
other social problems in the United States: it is estimated that approximately 
one-half of the unemployed between the ages of 16 and 21 are functionally 
illiterate, while about 60 per cent of the nation’s prison inmates cannot read.3 
1. The essentially negative, diagnostic terms ‘functional illiterate’ and ‘functional illiteracy’ 

have gained widespread acceptance as useful phrases loosely denoting a form of educational 
inadequacy, the exact definition of which will differ significantly in different settings. For 
example, Carlo M. Cipolla writes in his Literacy and Development in the West (Penguin Books, 
1969, p. 104): ‘In an advanced industrial society a person with less than ten or twelve years of 
schooling is functionally illiterate.’ The positive, operational terms ‘functional literacy’ and 
‘functional literacy project’, as used in Unesco’s Experimental World Literacy Programme 
and elsewhere, involve a relatively precise statement of aims, methodology, and so on. 

2. Illiteracy in the United States, November 1969. Population Characteristics, Washington, D.C. 
U.S. Department of Commerce/Bureau of the Census, 10 March 1971. Those having completed 
six years of schooling were automatically counted as literate. For a discussion of the problem 
in the United States, see: David Harman, ‘Illiteracy: an Overview’, Harvard Educational 
Review, Vol. XXXX, No. 2, May 1970, p. 226-93. 

3. While educational programmes are aimed at improving literacy levels, there is a simultaneous 
move in the United States to simplify reading materials to a more realistic level. To give an 
example: in recent years the law has required cigarette manufacturers to print a uniform 
warning on each package of cigarettes stating that smoking is hazardous to one’s health. 
Linguistic analysis by a group of experts showed that the original wording required an eighth- 
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Other industrialized countries which have been generally assuming that the 
problem of illiteracy among working-age adults is all but permanently solved 
are also beginning to uncover disturbing evidence of functional illiteracy. A 
recently formed institute attached to the University of Romel is carrying out 
research on illiteracy in Italy. According to the institute’s director, Dr Romano 
Calisi, many Italian industrics and agricultural enterprises complain that youths 
and adults applying for work often lack the literacy skills required to handle 
the kind of jobs available in these increasingly industrialized sectors. The rejected 
applicants possess school certificates but have failed to retain enough of the 
literacy they acquired in school to qualify for work. Dr Calisi suggests that one 
reason may be that television rather than printed matter is now the main source 
of information and entertainment in Italy, while the telephone has replaced the 
letter as a means of personal communication. The institute is conducting a pilot 
functional literacy project for agricultural and industrial workers and for women 
in Umbria, a region experiencing a level of agricultural and industrial develop- 
ment which, the institute’s staff believe, many parts of the less-developed world 
will reach in the next decade or so. 
Education specialists in Great Britain are beginning to challenge official 

statistics on illiteracy. As The Times Educutionul Supplement says in a recent 
section devoted to problems of reading instruction in the schools: ‘In official 
statistics an illiterate is someone who can read no better than the average seven 
year old. A “semi-literate” has a reading age of nine, and can read, say, the 
simpler sections of a popular paper, labels, signs, some forms, with precarious 
success. Reading experts agree that a reading age of nine is a skill easily lost 
without practice and does not necessarily mean that a person will be able to 
read with independance and accuracy after he leaves schooL2 

The National Association of Remedial Education is making the first nation- 
wide survey of adult illiteracy ever attempted in Britain. According to an interim 
report based on a sample of adults attending reading classes, more than half 
the country’s known illiterates had left school within the previous ten years. The 
association’s president, A. Williams, has stated: ‘There is no official recognition 
[in Britain] of illiteracy in adults. But more than 2,000 such people attend [adult 
literacy] classes. Only a very small proportion of adult illiterates, however, go to 
classes.’ Of the inmates of British prisons, 10 per cent are illiterate, and about 
25 per cent are ‘very poor  reader^'.^ 
The demands made on literacy-and hence workable definitions of functional 

illiteracy-are evolving not only in highly industrialized countries, but in all 
societies in a state of social and economic change. The factory worker in a city 
in Tunisia or Guatemala or Pakistan who can write a simple letter back to his 
village but cannot read with understanding the factory rules and regulations 

grade level reading ability to decipher; this has now been changed to a more directly worded 
phrase requiring a sixth-grade level of reading ability. 

1. International Laboratory of Experimental and Methodological Research in Literacy 
(LIRSMA). 

2. The Times Educational Supplement, No. 2941, Friday, 1 October 1971, p. 4. 
3. Reported in the Daily Telegraph, 25 August 1971. 

27 



World-iiteracy: the statistics 

posted on the wall or calculate the interest he owes on a loan is not for practical 
purposes literate. 

From the above points, several conclusions emerge: 
Even using minimum standards for literacy, the number of illiterates in the 
world is surely underestimated. 

Judging from the experience of the United States and other countries where 
free public education has long been compulsory and universal, as well as 
from the impossibility of achieving universal primary schooling in many 
countries until far in the future, it is obviously not practical to rely on the 
school system alone to resolve the problem of adult illiteracy. 

In modern and modernizing societies what matters is not whether the individual 
can pass a given test of literacy skills but to what extent the skills he possesses 
allow him to meet the vocational, social and civic demands made on him. 
The criteria for meaningful literacy differ from society to society; they can also 
differ from one phase of a man’s life to the next. 

28 



2 The economic and social context 
of literacy 

During the course of the First Development Decade adult literacy came more 
and more to be regarded as a vital component in economic development. At 
the same time, the apparent failure of many previous attempts to make adults 
permanently literate drew attention to the social context of literacy-to the 
fact that literacy does not exist in a vacuum, that there are literate and illiterate 
societies as well as literate and illiterate individuals. The pilot projects of the 
Experimental World Literacy Programme were established on the basis of 
thorough study of the economic and social milieu and were expected to effect 
changes in both. 
The transitional period from the First to the Second Development Decade 

has seen an intensifying of interest in the economic and social aspects of adult 
literacy. The trend is definitely towards more careful investigation of both the 
complex milieu in which adult literacy operates and the potential of adult 
literacy programmes for affecting this milieu. 
Here we present some recent findings on these two aspects of the context of 

adult literacy; the distinction between economic and social factors is, of course, 
somewhat arbitrary, as they are closely interrelated. 

LITERACY, PRODUCTIVITY AND ECONOMIC DEVELOPMENT 

Literacy-especially selective, work-oriented literacy-is generally expected to 
produce several economic benefits: 
For the individual, it should improve productivity, thus increasing wages (or, 
for farmers, yield) and raising the standard of living. 

For the industrial enterprise, increased productivity of workers should reduce 
costs and raise profits; in some situations, local workers may be able to 
replace more expensive foreign skilled labour. As for agriculture, where 
farmers are groped inta co-operatives, they should produce more and the co- 
operative should be better managed. 

For the nation, gross national product (GNP) should risel, tax revenue should 

1. According to a recent publication of the Board for Fundamental Education, a voluntary 
organization in the United States, ‘Economists have estimated that the 43 million Americans 
in the work force who have not finished high school could add as much as $100 billion to the 
GNP if they became more productive workers as a result of increased education . . .’. The 
Board considers about 10 million of these 43 million to be functionally illiterate. 
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increase, and dependence on imports-both of goods and manpower-should 
fall. Where widespread unemployment is coupled with a shortage of appro- 
priately trained skilled labour, work-oriented literacy should help alleviate 
unemployment. 

During 1969-71 the question of the economic significance of literacy has 
received increasing, if still insufficient, attention. 
First, two important meetings were held to discuss this aspect of adult literacy: 

a Round Table of Bankers, Economists and Financiers on Literacy in Rome in 
February 1969, and a European Round Table on ‘Integration of Literacy Pro- 
grammes in Economic Development Projects: the Contribution of Italian Firms’, 
in Turin in April 1970. 
Second, in those pilot projects of the Experimental World Literacy Programme 

reaching the final phase, preparations were made to measure the specific and 
broad effects of adult literacy on economic development. In the newer projects a 
base was laid for later measurement. Thus guidelines were developed to help 
projects provide internationally comparable data on a number of indicators of 
change in literacy participants resulting directly from project programmes. 
Among those touching on economic change and productivity were indicators 
on modifications in attitudes (acceptance of change, presence of goal-oriented 
values, etc.); adoption of recommended practices; and changes in production, in 
number of durable goods possessed, and in net global monetary income. 
Next, a few studies (described below) were carried out on the relation between 

literacy and productivity or between literacy and the development of attitudes 
considered necessary for modernization. 
Then, in the context of the International Education Year (1970), and to 

celebrate International Literacy Day (8 September), Unesco issued a booklet 
discussing findings and opinions on this subject: Literacy und Development, by 
H. M. Philips. 
Finally, many national governments, especially in the developing countries, 

were planning literacy activities on the assumption that literacy and development 
are closely related and that selective, work-oriented literacy programmes in key 
sectors of the economy could speed up economic growth. 
Below we attempt to summarize recent findings and current opinion about the 

relation between economic development and literacy, especially selective, work- 
oriented literacy. 

The individual 

Everywhere the illiterate is more likely to be unemployed than the literate; 
as technology grows increasingly more complex, this rule can only become 
more applicable. For example, Colombia reports that, out of a total of 3 million 
people in the work force of urban areas, about 500,000 are unsuccessful in 
finding work; the largest percentage of unemployment (23.8 per cent) is found 
among illiterates. The United States reports that ‘the over-all national experience 
shows a drop in the rate of joblessness . . . at higher levels of education’. 
When employed, the illiterate usually (but not always) earns lower wages than 

other workers. A study made by the Junta Nacional de Planificatih of Ecuador 

30 



The economic and social context of literacy 

shows that 76.5 per cent of illiterate workers earn less than 600 sucres1 monthly, 
while of workers with one to six years of primary schooling a much smaller 
49.3 per cent earn less than this figure. The United States questionnaire reply 
states: ‘In regard to the economic costs of undereducation to the society, census 
data indicate a direct correlation between annual income and educational attain- 
ment.’ A study of workers’ earnings in Brazil in 1968 shows that, depending 
on the region in which they live, workers with basic literacy (primary-school 
level) earn on an average from 22 per cent to 35.5 per cent more than illiterate 
workers. 
That literacy in itself automatically ensures employment or higher earnings, 

however, does not always follow. In some countries there is also considerable 
unemployment among those with medium or high levels of education. A study 
of textile workers in Bombay shows that (according to supervisors) literate 
workers perform day-to-day factory duties more efficiently than illiterates and 
demonstrate more understanding of the production process and a more developed 
sense of responsibility towards their work; however, in this setting literate workers 
do not, in fact, earn more or enjoy a higher standard of living than their illiterate 
counterparts.2 
Somewhat contradictory data came from a recent study of the effect of 

schooling on productivity and wages among workers in the Tunisian shoe 
ind~stry.~ Here the relationship between schooling (which assumes literacy) and 
productivity is unclear; amount of work experience seems equally or more 
important. On the question of wages, however, the data indicate that ‘literacy 
enables workers to earn higher wages [though] this particular cognitive skill 
was only one of the many traits that contribute to earning capacity’. Only 18 
per cent of the workers studied use reading, writing or arithmetic skills on the 
job; this use of literacy skills (called by the authors ‘functional literacy’) cor- 
relates positively with higher wages. 
The literate workers covered in these two studies had acquired their literacy 

at school or elsewhere outside the place of work; although the content of the 
literacy education they had received is not described, it seems likely that it was 
not work-oriented. Tunisia reports that certain ex-students of adult literacy 
classes have continued their education and passed examinations to the point 
where they have been able to work as secretaries, telephone operators and 
journalists . 
In Venezuela a small-scale experiment is in progress to measure the economic 

(and psychological) impact of a combined programme of economic and technical 
aid and education (literacy, nutrition, money-management, etc.) on family units 
rather than on the individual. A selected group of rural families has been 
1. U.S.$l = 26 sucres. 
2. A. R. Desai and S. P. Punalekar, Relationship between Literacy and Economic Productivity 

of Industrial Workers in Bombay: A Sociological Analysis. A résumé of this study appeared in 
Literacy Work, Vol. I, No. 2, September 1971. 

3. Robert C. Kelly and Ronald L. Trosper, Education and Worker Productivity in the Tunisian 
Shoe Industry, Cambridge, Mass., Harvard University, Department of Economics, September 
1970 (Mimeo.). This study illustrates the difficulties of obtaining firm conclusions on the 
direct relationship between literacy, productivity and income even where data are gathered 
with care and sophisticated analysis techniques are employed. 
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given materials and technical instruction for setting up family production units 
(rabbit-breeding, horticulture, fruit-growing) along with general educational 
and vocational training. Various economic, social and psychological data were 
collected for each family at the start of the experiment; the aim is to discover if 
the programme wiil increase money income and make for more rational family 
budgeting, improve family nutrition, raise aspirations and strengthen family 
relations. The concept of family budgeting (based on minimum adequate 
standards) is particularly important to this experiment, which attemps to probe 
for deeper measures of economic change than per capita income, production or 
even pr0ductivity.l 
The new literate will have a good chance of obtaining employment and higher 

earnings if literacy training is co-ordinated with job placement or upgrading. In 
many of the literacy education activities falling under the Adult Basic Education 
programme in the United States participants are helped to find jobs once they 
have completed a learning sequence. In Saudi Arabia any soldier or policeman 
who becomes literate automatically gets a promotion and a salary increment. 
One way to give the individual illiterate an economic incentive to become 

literate is to make literacy a requirement for obtaining or holding desirable jobs 
or a prerequisite for access to vocational training. Many countries state that 
industry and the public sector generally refuse to hire illiterates. Sometimes a 
literacy requirement is regulated by law, as in Turkey, where a citizen without 
a primary-school certificate cannot occupy a post in the public sector, get a 
driver’s licence or obtain authorization to work abroad. Under a bill covering 
functional literacy in Iran, the country plans to make 4 million adults func- 
tionally literate between 1969 and 1986. Three years after the literacy pro- 
gramme is implemented, government and private offices will no longer be 
authorized to employ illiterates who have not joined literacy classes, and after 
ten years those not having completed a literacy class will not be eligible for 
work permits. 
It must be remembered, however, that making literacy a requirement for 

employment or job improvement only forces the illiterate permanently outside 
the productive part of the society unless, at the same time, opportunities are 
provided for him to acquire literacy. One solution is that used in Poland, where 
many enterprises hire illiterates or semi-literates but require them to achieve a 
primary-school level of instruction within a given period; special schools for 
this purpose combine general and professional education for adults. Another is 
to provide vocational training preceded by literacy instruction. The Institut0 
Nacional de Cooperacih Educativa (INCE) of Venezuela offers a large range 
of courses, many held within industrial enterprises during working hours. Since 
most of these require a certificate of completed primary education for entry, 
INCE provides remedial education for potential trainees: in 1970 some 2,335 
adults were attending elementary literacy courses, and 11,406 were in courses 
giving the equivalent of grades I-IV in preparation for attending vocational 
courses. 

1. See: Karel Neys, ‘An Experimental Study in Rural Functional Literacy’, Literacy Discussion, 
Vol. II, No. 2, spring 1971, p. 25-33. 
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The production unit 

From the standpoint of the enterprise, the Bombay study referred to above 
seems to indicate that the literate worker contributes more to production than 
the illiterate worker, but this premise needs more careful testing in a variety 
of settings. Obviously, even with literate workers, an enterprise that uses obsolete 
technology or is badly managed cannot thrive. 
One indication of the superiority of literate over illiterate manpower is that, 

in general, employers tend to hire literate employees when they have a choice 
(unless savings in wages are considered more important than skill; illiterates 
will work for less). It is another matter to get companies to take responsibility 
for providing literacy instruction to their workers. The fact that some do so 
voluntarily is a good indication that, in these cases at least, literacy does affect 
productivity. 

Here may be cited some examples mentioned in response to the 1969-71 
literacy questionnaire. The Dominican Republic reports that some industries 
provide literacy instruction for workers. Tunisia reports that many companies 
organize literacy classes during working hours; if the learners finish success- 
fully, the hours spent in class are sometimes paid. In the Niger, certain firms 
(public and private) organize functional literacy classes; some agree to allow 
workers two hours a day out of the work schedule to attend literacy courses. In 
Ethiopia, enterprises provide literacy programmes for workers during or after 
working hours. In the United States, some large private employers, especially 
those associated with the job-upgrading programme of the National Alliance for 
Businessmen, provide educational programmes on the job. Colombia reports that 
12 1 private enterprises off er educational programmes, including functional 
literacy, for workers. Mali gives examples of specific effects of work-oriented 
functional literacy programmes within industry (for example, workers of 
L‘Énergie du Mali no longer need be accompanied by higher-level personnel 
when they go out to perform certain jobs) while stating that it is too early to 
quantify results. In two large iron-ore mining companies in Liberia functional 
literacy classes designed with the help of a Unesco expert began in 1969 and 
1970; classes meet three times a week for two-hour sessions and the company 
pays the workers for one of these two hours. Pakistan reports that during the 
fourth Five-Year Plan (1970-75) all industrial establishments employing 200 
or more workers will be expected to set up part-time intensive progammes in 
verbal and numerical literacy, with the content being related as closely as 
possible to the worker’s task! and his home life. Israel reports that ‘in industries 
more and more lessons take place during working hours in co-operation with 
management’. 

In other cases, the government has stepped in to provide literacy education 
in State-owned enterprises (for example, in Ecuador and Mexico) by enacting 
laws requiring employers to organize classes, or by reimbursing enterprises that 
do so. Under Turkish law, employers with 100 employees or more must provide 
adult education and literacy courses. In Spain, all enterprises with illiterate 
employees must organize literacy classes; the worker is allowed one hour of the 
work-day for every hour of his free time he devotes to these classes. Workers in 
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the United States receive instruction in residential training centres or at the 
place of work; the federal government reimburses the employer for time and 
expense involved. 
In some countries, literacy has been closely linked with the development of 

agricultural Co-operatives-Mali, the Niger, Senegal, Tanzania and Tunisia are 
examples. Functional literacy in this setting is seen as a means of getting people 
to understand and accept the idea of co-operation and of preparing them to 
handle the technical, commercial and managerial problems of running co- 
operatives. 
A n  unquantifiable but probably substantial amount of literacy education and 

related vocational training is provided by private business firms of the 
economically advanced countries which operate in developing countries. Accord- 
ing to a report1 of the Organisation for Economic Co-operation and Develop- 
ment (OECD): ‘ . . . a majority of the bigger private firms with overseas business 
interests train company personnel, in the home country as well as overseas . . . 
[those trained on the spot] are mostly workers and foremen. . . . Though the 
foremost activity of business firms is the [vocational] training of their personnel, 
formal education and literacy classes are also provided in quite a number of 
cases.’ It seems fair to assume that these firms have found literacy education of 
workers a solid investment. 
Similarly, public or private enterprises which receive contracts for large 

engineering projects (for example, building of railways and dams) in developing 
countries are often obliged to train local workers. For example, an Italian 
engineering enterprise, IMPRESIT, trained over 60,000 local workers in con- 
nexion with a large number of such projects in Africa, Asia and Latin America 
between 1956 and 1971.2 Of these about 70.5 per cent were non-qualified, 
and 12 per cent qualified workers, while about 2 per cent were employees who 
had some previous education. In three projects (hydro-electric works in Nigeria 
and Pakistan and the Kariba dam in Zambia) actual schools were established, 
to be used later as primary schools. (This is an interesting reversal of the pattern 
according to which primary schools often become the locale of adult literacy 
classes.) Not only workers receive instructions: the hospitals attached to the 
construction site also offer classes in practical hygiene for women. Courses take 
place outside working hours but workers are paid for attending them. They last 
for from two to six months; participants continue their education on the job 
since work experience is as important as classwork in their formation. O n  the 
basis of these years of experience IMPRESIT summarizes the reasons for this 
instruction as follows: ‘The higher the level of apprentices’ education and skills, 
the greater their readiness and capacity to deal with a wide range of problems 
and their determination to get ahead. . . . The educated worker produces more, 
precisely because he is better able to handle technical equipment and because he 
aspires to knowledge, qualification and higher wages.’ 

1. Aid to Education in Less Developed Countries, Paris, OECD, April 1971. 
2. See: Vocational Learning in Major Civil Engineering Works and its Repercussions on National 

Literacy Methods (document prepared for the European Round Table mentioned above 
(page 29)). 
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Although the costs of such instruction are high, the document states that in 
projects of this type ‘it is always more economical to train local workers than 
to recruit European technicians and, in this sense literacy activities represent 
a profit rather than a loss’. 
Further, as a rcsult of these courses and the work experience that follows, 

workers have developed new habits of thought and they and their families have 
acquired new nutritional practices and become familiar with the use of modern 
medical resources. The document does add, though, that worker training in 
connexion with large development projects could be much more efficient and 
economical if provided before actual operations commence. 

The nation 

From the standpoint of the nation as a whole, most countries answering the 
1969-71 literacy questionnaire stated that adult literacy education has a bene- 
ficial effect on productivity, standard of living and economic development; most 
also said they could not quantify this effcct or even really prove it-it is taken 
as self-evident. 
For a national government, a view of literacy education that stresses economic 

consequences gives a clear guide to the use of resources for this form of 
education. The questionnaire response from Argentina indicates how this 
emphasis can develop: ‘Since 1969, literacy has been considered to be a stage in 
adult education, the illiterate adult being directed towards a complete training 
which permits him to improve his living conditions; nevertheless, it cannot be 
said that a true contribution has thus far been made to the economic activity of 
the country. 
‘Vocational training of adults was introduced in 1970 thanks to the creation 

of the Mobile Educational Centres for Vocational Training and of the Secondary 
Level Educational Centres which make specific provision for adult vocational 
training. 
‘For the first time, adult education is being programmed and planned, taking 

into account labour needs at the national, regional and local levels. The activities 
of these centres take place where technological change and a process of in- 
dustrial expansion require thc vocational training of adults. 
‘In this way literacy can integrate itself with a concrete programme of 

economic dcvelopment at the adult and regional levels. It is considered by the 
adults as a means to attain vocational training.’ 
However, as the report of the Round Table held in Turin comments, an 

approach to literacy education that is justified exclusively on economic grounds 
may, if too narrowly conceived, result in neglect of other important sectors of 
the population. The report suggests that governments should keep in sight better 
over-all use of total resources as well as the opportunity for immediately in- 
creasing productivity in specific areas. For example, the Tunisian reply mentions 
that two-thirds of the 18,000 tractors in the country become unopcrational 
prematurely because Tunisian farmers lack the skills required to use and service 
this machinery properly; one of the goals of functional literacy in Tunisia is to 
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impart these skills so as to realize a better return on investment in farm 
machinery. 

LITERACY, SOCIAL CHANGES AND MOTIVATION 

Adult literacy exists in a social and cultural, as well as an economic, context, and 
it is becoming increasingly evident that any attack made on illiteracy that ignores 
this context is likely to be a failure. 
Sociologists and cultural anthropologists are helping to design literacy pro- 

grammes for adults in given settings by asking certain questions about these 
settings, for example: 
What does it mean to be illiterate-in terms of social status, personal image, 
aspirations for the future, etc.? 

H o w  do other members of the society (those who are already literate, those who 
have no intention of becoming literate) view adult literacy efforts, and how 
do these views affect such effects? 

What motivations lead illiterates to adult literacy classes and cause them to stay 
there? 

The social and cultural setting 

Replies from the 1-967-71 questionnaire show a general and deep awareness of 
the importance of considering the social and cultural context in designing 
literacy education. No longer is it being universally assumed that all illiterates 
are equally eager to learn to read and write, and that all expect the same results 
from the acquisition of these skills. Numerous questionnaire replies point out 
that literacy programmes must take into account the illiterate’s attitude towards 
adult education, his expectations, his desires, the use to which he can put what- 
ever literacy skills he acquires. 
Many countries with high illiteracy-rates note that to be illiterate, especially in 

rural areas, is to belong to the majority. Where there is nothing to read, where 
oral communication and simple mental calculation have always sufficed and 
continue to suffice for everyday activities, where the conditions of life show 
little sign of changing, the potential learner sees no clear need for literacy. In 
urban areas in these same countries, on the other hand, the desire for literacy 
is often very strong. Migrants to the city find that the better jobs go to literates; 
also, in towns and cities the illiterate constantly sees evidence (newspapers, signs, 
advertising) that other people read and that reading is useful. A third set of 
psychological reactions is found in societies where most people are literate (in 
North America and Europe, for example); here, the illiterate, especially if he 
has attended school, is ashamed of his disability, and the problem is to reawaken 
his desire to learn while banishing the defeatism built up through years of failure. 

Literacy programmes must also consider the attitudes of others in the 
illiterate’s society towards such programmes. Women, for example, are some- 
times not allowed to attend classes until their families and husbands are assured 
that they will meet only other women and that learning will not upset the social 
order. 
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Literacy and social change 

While a knowledge of the social and cultural context is important in designing 
literacy programmes, the programmes are also often expected to modify this 
context. 
In the Experimental World Literacy Programme, the first step in setting UP 

a pilot project is the environmental study which covers, in addition to the 
economic factors described above, the beliefs, habits, customs, as well as the 
technological and social competence of the target population. On the basis of 
this study, and in line with national development aims, a number of objectives 
for the pilot project are established; among these are changes in attitudes and 
social behaviour. Midway through the project and again at its end, learners are 
interviewed to discover if attitudes and behaviour changes have indeed taken 
place. Objectives vary, of course, from project to project according to local 
situations. Some factors being studied are: acceptance of change, presence of 
goal-oriented values, empirical outlooks. Among socially or culturally derived 
patterns of behaviour which functional literacy is expected to foster are: parti- 
cipation in community activities, adoption of recommended practices such as 
better health and nutritional habits, and the sending of school-age children to 
school. R i  
A recently developed approach to the use of literacy programmes in bringing 

about a specific social practice (family planning) is called ‘functional education 
for family-life planning’. The idea behind this approach is that family planning 
is not so much a matter of the number of children born but of the family’s 
ability to provide for these children; thus, functional literacy for adults includes 
information and skills required to improve the entire context of family life: 
family planning, nutrition, health, family budgeting, exercise of civic respon- 
sibilities and, in some cases, vocational training. With some aid from World 
Education Inc., demonstration family-life planning programmes began during 
1971 in Honduras, India, the Philippines, Thailand and Turkey.l 
From preliminary results of testing in the Unesco pilot projects, as well as 

other research done on this subject, it seems clear that the process of becoming 
literate does work changes in attitudes and aspirations.2 One social consequence 
of adult literacy widely cited is improvement in the educational prospects of 
children. Many questionnaire replies from countries where families often keep 
their children out of school mention that literacy education frequently changes 
parents’ attitudes towards the value of schooling. In countries where schooling 
is compulsory, adult literacy can affect the child’s success in school: Italy’s 
LIRSMA is currently conducting a study of the influence of material illiteracy 

1. See Literacy and Family Planning (brochure available from World Education Inc., 667 Madison 
Avenue, N e w  York, N.Y. (United States)). 

2. See, for example: Everett M. Rogers (in association with Lynne Svenning), Modernization 
AmongPeasants, New York, N.Y., Holt, Rinehart and Winston, 1969, especially Chapter 4. Stu- 
dies of peasants in Colombia and India described here point to a significant correlation between 
achievement of literacy and various personal traits which the authors believe favour moderniza- 
tion. The authors caution, however, that literacy might be one of several interrelated variables: 
for example, people who already accept new ideas the most freely by nature may be those 
most likely to attend literacy classes. 
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on children’s school performance. The United States reply comments: ‘Our 
experience in America clearly indicates that a step ahead for parents is likely 
to mean four or five steps ahead for the children-a great and rewarding increase 
is upward mobility.’ 
In general, however, social changes are difficult to describe, and the way in 

which they are expressed depends very much both on the design of the literacy 
teaching programme and on external circumstances: one of the sociological 
results of literacy education cited by the People’s Republic of the Congo and 
the Dominican Republic is that this education gives new meaning to rural life 
and encourages adults to remain in their farms and rural villages; the question- 
naire response from Ecuador, on the contrary, notes that literacy education in 
rural areas tends to contribute to the exodus of the working-age population to 
urban areas, as literacy creates and increases expectations. 
Many countries replying to the questionnaire remark that literacy education 

is the first step in disrupting a state of mind-called ‘passivity’, ‘conformism’, 
‘alienation’-found in rural populations who feel there is no hope of improving 
their living conditions. Recent thinking about the social and cultural significance 
of literacy education for such people has been greatly influenced by the writings 
and teachings of Paulo Freire, based on his educational experiences in Brazil 
and Chile. Freire sees literacy education as a process through which the illiterate 
becomes aware of his own creative powers and comes to view literacy as a tool 
for liberating and expressing these powers. For Freire, literacy education in- 
volves a very basic change in the learner’s self-image and in his view of society 
and his place and role in it.l 
If literacy education is to bring the illiterate out of his shell and allow him 

to assign himself an active role in society, society must be ready to accept his 
contribution. But this is not always the case. The study of Bombay textile 
workers cited above produces evidence that among the workers studied, the 
literates were more aware of their social duties and rights, took more active 
part in social organizations, and tended to approach problems in a more in- 
quiring spirit than illiterate colleagues. Yet the structure of the textile mills did 
not allow literate labourers to earn more than illiterates, and many were be- 
coming apathetic as a result. Many of the questionnaire responses insist that 
in certain situations literacy education can only have a constructive impact if 
it is accompanied by basic social reforms: the example most often cited is land 
reform. 
Another point brought out by the questionnaire replies is that literacy 

education can only truly affect the way people live, whether it is the economic or 
cultural aspects of their lives, if it is followed up by continued education. As the 
reply from Ecuador puts it: ‘For a literacy programme to affect habits, traditions, 
family life, etc., it must be oriented towards-and integrated with-a broad 
programme of adult education in which the adult is truly the subject of his own 
education thanks to a critical awareness of his situation.’ 
Governments or groups concerned with literacy education do not always 

agree on the kinds of changes in social and cultural attitudes and behaviour 

1. Paulo Freire, L’Éducation: Pratique de la Liberté, Paris, Les Éditions du Cerf, 1971. 
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which literacy programmes should attempt to bring about. While most func- 
tional literacy programmes strive to foster a modern outlook and understanding 
and acceptance of change, some put the emphasis on preparing the literacy 
learner for new social systems while others stress means of increasing production 
and/or consumption of goods, and still others combine the two objectives. At 
the same time, some countries feel that future-looking plans should not ignore 
national traditions; this outlook is well expressed in the response from Senegal: 
‘If literacy is to change certain habits, it must refuse to destroy the traditional 
culture, and must be carried out in national languages precisely in order to 
transmit this culture in other than oral ways.’ 

Motivations and attitudes towards literacy 

For the adult who works hard on the land, in a factory, or within the home, 
embarking on the major educational effort of acquiring literacy skills requires 
an enormous commitment of time, energy and hope. Many countries in their 
replies suggested that such a commitment can be reasonably expected only 
when concrete results are clear-for example, when literacy is combined with 
acquisition of technical knowledge and skills that lead to higher productivity 
and better earnings. 
Economic gain is not the only strong motivation, however; the list of reasons 

why adults want to become literate is long and varied. Some of these are quite 
specific: often cited, for example, is the desire of parents to understand and help 
with their children’s school-work. Another is the desire to write letters to a 
family left behind during migration in search of work. Still another, especially 
for women in isolated areas or areas where social life is severely restricted, is 
the need for the social contacts which a literacy class provides; also, in some 
countries, literacy makes a young woman mcrc marriageable. On the other hand, 
one women’s organization points out that by concentrating on literacy education 
for women it indirectly provides motivation for men to join classes-through 
pride, the husband of a literate woman does not want to be outdone! 
Clearly, literacy programmes must take into account the question of why 

people are likely to be attracted to them. A certain amount of research has 
been carried out on this matter in the context of programme design, but it 
seems likely that many literacy programmes are devised according to notions of 
what illiterate adults should want rather than what they actually do want. 
At the same time, literacy programmes must also consider many practical 

aspects of potential learners’ lives. The 1969-71 questionnaire asked some 
specific questions about the location and scheduling of literacy classes: where 
they were being held and at what time of the year. These questions may seem 
trivial until one looks at the findings of evaluation studies of literacy pro- 
grammes: a main reason given by learners and teachers for disappointing 
registration, poor attendance and drop-out is that adult literacy classes were 
held at places and times not accessible to the potential learners. 
As mentioned earlier in this chapter, many Member States report that some 

classes are organized at places of work, whether in offices, factories, or, as the 
Burma reply describes, ‘in the fields, on the sandy beaches, in the cow-sheds, 

39 



The economic and social context of literacy 

under the shady trees’. Other locations that are often used and would be con- 
venient to learners are specially constructed adult-education centres (sometimes 
built by students themselves), co-operative centres, and church.es. The school- 
house-long-time home of adult literacy activities-is still used in many 
countries. 
Sometimes ingenious solutions are required to allow adults to continue 

attending classes. In Israel, according to the former head of the Israeli adult 
literacy campaign, some women were not attending classes as literacy centres 
because their husbands were complaining that when they did so they neglected 
their housework. The centres purchased washing machines and announced that 
women learners could bring their dirty laundry during class hours. While the 
laundry was being washed, the women attended classes where, among other 
activities, they practised cooking new dishes from printed recipes. With washing 
getting done more quickly and menus improving, husbands could hardly 
0bject.l Another solution, especially where illiterates are in the minority and 
are ashamed of their disability, is for professional teachers or university students 
to go directly into the home to give personal instruction; Hungary reports using 
this method. 
Special problems are posed by potential adult learners who do not have 

fixed residences. The Niger reports literacy programmes for nomads which take 
into account their migratory way of life. Several European countries with literacy 
programmes for gypsies must deal with this same problem if their programmes 
are to be effective. A study of literacy courses for immigrant workers in France2 
points out that a main reason for drop-outs from classes is the movement of 
these workers from one work site to another. To remedy this difficulty the 
report recommends co-ordinating literacy courses at the national level, so that 
workers can find another similar class after a move, and organizing more classes 
at the place of work (out of 949 courses reported by the study, only 25 were 
being held within work sites). 
The time of year at which classes are held is especially important in rural 

areas, since cultivators are very busy at certain periods and less at others. Here 
the responses are not very encouraging; many countries reply that the literacy 
teaching calendar depends on the school year, which does not always correspond 
to the cultivation year. This either means that classes are held when school 
is open and teachers are present, but necessarily after school hours, or they are 
held in the limited period of school vacations, when teachers and students are 
free to act as instructors. In either case the adult learners’ convenience is not 
the first consideration. On the other hand, a number of countries with work- 
oriented literacy programmes integrated into economic development projects 
report teaching calendars adjusted to the needs of special groups of learners. 
Zambia, for example, notes that its literacy teaching calendar corresponds to 
the agricultural calendar; classes start after the rains, when learners are re- 
latively less busy, and close just before the main cultivation season begins. 

1. Interview with David Harman, reported in Literacy Today, No. 3, September 1970 (publica- 

2. Alphabétisation et Promotion des Migrants Étrangers en France, Paris, 1971 (booklet issued by 
tion of the Literacy Information Centre, N e w  Delhi). 

the French Commission for Education, Science and Culture). 
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From all of this it seems clear that literacy programmes can only benefit 
from being built on a thorough study of the desires, expectations and aspirations 
of potential learners as well as the possibilities for economic and social devel- 
opment afforded by the area in which the programmd will operate. This reason- 
ing is the basis for the learner-centred, problem-solving techniques of building 
and conducting literacy programmes for adults described further on in this 
study-techniques which seek to involve the learner himself in defining his 
learning needs and finding solutions to them. 
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United Nations family 

Since its creation, but with special vigour since the latter half of the 1960s, 
Unesco, with the colaboration of other Agencies within the United Nations 
family, national governments and international non-governmental organizations, 
has been offering guidance and technical assistance to adult literacy activities 
in many parts of the world. The most important concentrated effort to this end 
has been the Experimental World Literacy Programme, largely financed by 
UNDP and the national governments of countries in which the programme 
operates. 
This chapter reviews the work of Unesco and other United Nations Specialized 

Agencies during 1969-7 1 to improve and expand adult literacy programmes. 
It starts with a brief description of the functional literacy concept, since this 
concept inspires the whole Experimental World Literacy Programme and is 
enriched and refined in day-to-day practice. 

FUNCTIONAL LITERACY-WHAT DOES IT MEAN? 

There is no standard and final definition of functional literacy; 'functional' in- 
dicates an approach and a process, not a formula. Nevertheless, this approach 
does have several distinct and indispensable characteristics, especially when 
compared to so-called traditional literacy work. 

Integration with development 

Whereas traditional literacy can be offered in isolation, functional literacy must 
be part of a broader development effort; provided in a vacuum it only dis- 
appoints expectations. Making people functionally literate often requires chang- 
ing the economic and social possibilities open to them. 

Participants 

While traditional literacy is, in theory at least, aimed at all illiterates, functional 
literacy is consciously selective. It is offered to adults who can draw the most 
personal benefit and make the greatest contribution to national economic and 
social progress as a result of becoming literate. To put it another way, functional 
literacy is aimed at those groups whose illiteracy presents the most immediate 
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block to progress and who stand the most chance of using and thus retaining 
literacy skills once they are acquired. 

Method 

Whereas traditional literacy is usually diffuse, fur,ctional literacy is intensive. 
Instruction is concentrated-for example, in two-hour sessions three times a 
week-so that the learner makes rapid progress, uses his new acquisitions 
quickly, and is thus motivated to continue learning. 

Content 

Whereas traditional literacy teaches only reading, writing and sometimes arith- 
metic, functional literacy transmits critical work-oriented skills and knowledge 
as well as literacy skills. Further, the work-oriented content of the functional 
literacy programme is usually completely integrated with the literacy component. 
That is, words used for the teaching of reading and writing, exercises used to 
perfect the learner in calculation, are all drawn from the learner’s daily work 
life and connected to work-oriented problems the literacy programme is designed 
io solve. 

Basic aims 

Whereas the aim of traditional literacy is to provide the learner with certain 
skills for essentially humanistic motives, the over-all aim of functional literacy 
is not just to impart skills or even work-oriented knowledge, but to change the 
learner’s whole approach to his world. A functional literacy programme should 
equip the new literate to recognize, understand and subject to critical analysis 
the reasons behind his actions, whether these be actions he performs at work, 
at home, in the community or in other settings. It should prepare him to adapt 
to a life of change in which traditions, customs and beliefs are constantly being 
challenged without causing him to lose his own identity. 

Prograinni e development 

Whereas traditional literacy teaching materials are developed by pedagogical 
experts (or are sometimes simply those used by primary-school children) and 
are meant to suit all adults learning in the same language, each functional 
literacy programme is unique in as far as each is built up from a group of 
learners’ specific learning needs. (As one Unesco expert puts it: ‘Functional 
literacy is, as is well known, an undertaking in tailor-made training.’) Thus, 
workers in a factory require one set of materials, cotton farmers another, fisher- 
men another, mothers and housewives still another, and so on. Since these 
programmes also convey work-connected knowledge and skills, teaching materials 
must cover this information as well as provide exercises in literacy skills. To do 
so, functional literacy programmes rely on other forms of teaching materials 
and other teaching techniques in addition to those used in the traditional class- 

43 



Functional literacy and the role of the 
United Nations family 

room: for example, group discussion, demonstration of practices to be adopted, 
films, radio. 

Responsibilities and personnel 

Whereas responsibility for organizing traditional literacy falls naturally to school 
authorities and responsibility for teaching to primary-school teachers, functional 
literacy involves a wide variety of specialists and groups in selecting learners and 
designing, organizing, administering and teaching programmes. Authorities con- 
cerned with social and economic development, experts on industrial and agri- 
cultural problems, teachers able to pass on technical knowledge as well as 
literacy skills-these are some of the people required. 

Follow-up and continued education 

Whereas traditional literacy considers the adult to be literate once he can pass 
examinations at a given level, functional literacy views the introduction to 
literacy skills and necessary work-oriented knowledge as a first step in a con- 
tinuing process of learning. Not only must the learner retain what he has 
acquired, he must also use the new means of acquiring information and the new 
reasoning and critical powers at his disposal to improve his competence and 
widen his intellectual and social horizon. 

EXPERIMENTAL WORLD LITERACY PROGRAMME 

The Experimental World Literacy Programme was established to try out, 
examine and develop the concept of functional literacy. Thus, it is both an 
experimental and an operating programme. Further on in this publication we 
describe the programme’s recent experience in several specific areas: teacher 
training, design of teaching programmes, development of teaching materials, 
and so on. Here we present a broad descriptiors of the programme and sum up 
progress to date. 

Overview of the programme 

The main pilot projects of the programme fall into two categories: (a) projects 
implemented by national governments and Unesco (although Unesco is the sole 
executing agency, these sometimes receive technical assistance from one or more 
of the other United Nations Specialized Agencies, such as FAO, IL0 and the 
World Health Organization (WHO)); and (b) agricultural development pro- 
grammes implemented by FAO with a Unesco literacy component. 
The majority of these pilot projects-those in Algeria, Ecuador, Ethiopia, 

Guinea, Iran, Madagascar, Mali, the Sudan and Tanzania-belong to the first 
category. In the second category fall the projects in Afghanistan, where a 
functional literacy component is being integrated into a government/FAO agri- 
cultural credit and co-operative programme; in India, where a functional literacy 
component is part and parcel of a government/FAO programme for production 
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of high-yield varieties of food crops; and in Syria, where Unesco is provid- 
ing the functional literacy component in a government/FAO agricultural- 
development project. 
To these twelve projects should be added a thirteenth: the functional literacy 

pilot project in Venezuela, which is run exclusively with national resources and 
where only the evaluation component is financed by the United Nations family. 
The programme also includes functional literacy projects receiving financial 

aid from sources other than UNDP. In Kenya, the Swedish International 
Development Authority (SIDA) is helping to finance a rural development project 
implemented by FAO, in which two Unesco experts are developing a functional 
literacy component. In Zambia, two Unesco experts are attached to a functional 
literacy project to improve production of maize which is aided by money raised 
by the Secondary Schools Students Association of Denmark and Norway. In 
Niger a Unesco expert is working in a functional literacy project for rice growers 
which receives funds from a Swiss foundation, the Fondation Internationale 
pour la Promotion Technique Accélérée de l’Homme Moderne (FOPOTEC). 
These, then, are the projects within the Experimental World Literacy 

Programme. They take place in very different surroundings, they are planned to 
last for varying periods, and the amount of aid provided through Unesco differs 
from one project to the next. However, they all belong within the programme 
because they all share a common purpose: to systematically test the application 
of the concept of functional literacy so as to produce information that is com- 
parable from one project to the next and that will allow some conclusions about 
the programme as a whole. 
In addition to these projects Unesco experts are sent out under the Technical 

Assistance Programme to aid national governments in designing their own 
functional literacy programmes. As of June 1971 Unesco experts were serving 
in the People’s Republic of the Congo, Guatemala, Laos, Paraguay, Saudi 
Arabia, Senegal and Togo. 

The experimental programme in 1971 

During the period 1969-7 1 the Experimental World Literacy Programme has 
passed through the initial stage of planning and preparation to enter, in the case 
of many of the projects, a stage of full operation and preparation for a final 
phase. 
This pattern of progress is indicated by the fact that, whereas in September 

1969 about 25,000 adults were following functional literacy classes within the 
experimental projects, by 1 July 1971 this number had risen to over 235,000. 
By this latter date the projects had trained about 8,000 instructors in addition 
to the supervisors, administrative staff and pedagogical advisers concerned with 
activities. 
Over-all quantitative growth of the projects was slower than originally expected. 

This was partly the result of too-optimistic planning at the beginning; in most 
projects where this was the case original plans of operation have been revised 
to make them more realistic. Delay also arose from the fact that putting into 
operation functional literacy programmes designed to fit the individual milieu 
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and to provide answers about the effectiveness of the concept of such program- 
mes proved to be more difficult than originally foreseen. From these difficulties 
a number of lessons have been learned. For example, experience has shown that, 
like any programme of sustained development, functional literacy programmes 
require a number of pre-conditions if they are to operate fruitfully: a rational, 
consistent development policy with well-defined objectives and the required 
structures, renovated ideas and methods of administration, availability of new 
means of using human and material resources. 
Having overcome or adjusted to difficulties in the initial stages, the pilot 

projects are now making important contributions in areas such as teaching pro- 
grammes and materials, training of personnel and evaluation of projects. 

Teaching programmes and materials 

As the majority of projects moved into the operating phase, use was made of a 
large number of diversified teaching programmes designed for workers in 
individual socio-economic mileux (specific industries, cultivation of various 
crops, cattle-raising, fishing, handicrafts). Several projects had also produced 
teaching programmes specifically for women, covering nutrition, hygiene, child 
care, etc.l All of these programmes included visual aids and co-ordinated 
guidance materials for instructors. Producing, implementing and improving 
teaching programmes have resulted in the development of a methodology for 
functional literacy which can be applied in designing further teaching program- 
mes carefully suited to the 

Training of personnel 

The projects had to overcome two main staff training problems. One, common 
to all developing countries, was lack of qualified personnel; thus, in some cases 
instructors and monitors had to be trained from scratch. Another, common to all 
innovative programmes, was the need to instil an understanding and acceptance 
of the concept and practices of functional literacy in all personnel concerned 
with the project. 
Several solutions to these problems were found. Teachers were sought from 

among people who had the most experience to offer. In some cases the projects 
were able to enlist the services of extension personnel such as agricultural or 
health specialists. In others they turned to literate factory foremen or farmers. 
In still others primary-school teachers were recruited. All of these groups re- 
ceived general training in how to teach adults and specific training in how to 
use a particular functional literacy teaching programme. 
To solve the broader problem of giving those directly concerned with the 

projects an understanding of the concept of functional literacy and its applica- 

1. It should be noted that in some projects women account for a high percentage of learners in 
agricultural and handicrafts classes as well. 

2. A by-product of the programme is the production of a methodological guide: Guide Pratique 
d’Alphabétisation Fonctionnelle (Une Méthode de Formation pour le Développement), Paris, 
Unesco, 1972. 
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tion, the projects have devised a training device called the operational seminar. 
This is described in detail in Chapter 5; here it suffices to say that the main 
principle of the operational seminar is that participants, working intensively 
for a period usually lasting three weeks, learn by actually constructing and 
implementing a functional literacy programme for a given milieu. At the time 
of writing, operational seminars have already been held in Colombia, Costa 
Rica, the Arab Republic of Egypt, Mexico, the Sudan, Tunisia and Venezuela. 
Training for functional literacy also receives strong support from the activities 

of the two Regional Centres for Training for Community Development in the 
Arab States (ASFEC, located in the Arab Republic of Egypt) and Latin America 
and the Carribean (CREFAL, located in Mexico). In 1969 personnel of these 
centres were retrained and the centres were transformed into Regional Centres 
for Functional Literacy in Rural Areas. Each trains administrators, organizers, 
planners and training officers for the region, and produces prototype teaching 
materials, carries out research and advises national literacy programmes. 
CREFAL and ASFEC both organize a six-month training course each year and 
intensive shorter courses, seminars and workshops as needed. In mid-1971 six 
Unesco experts were working at ASFEC and an equal member at CREFAL. 
Both centres have organized and taken an active part in operational seminars 
held within their regions. 

Evaluation 

When the pilot projects began, other literacy workers had already grappled with 
problems of designing learning programmes, constructing materials and training 
teachers (though for traditional, not functional, literacy) but no one had set up 
a series of carefully controlled experimental projects designed to discover if, 
how and when a given approach to adult education worked. This was the role 
of evaluation within the pilot projects 
It is not surprising, therefore, that the evaluation aspect of these projects 

has presented great difficulties. Since the idea of evaluating an on-going project 
was itself novel, the way to proceed was not always clear but had to be dis- 
covered as the projects matured. By now, however, evaluation of most of the 
projects has passed through the preliminary stages of setting out objectives and 
devising systems for data reporting and is approaching the last stage: gathering 
final data, analysing these and drawing conclusions. During 197 1 reporting 
and analysis procedures were standardized so that final data will be comparable 
between projects and allow some over-all conclusions about the Experimental 
World Literacy Programme as a whole. Just as methodologists working in the 
projects have devised a methodology with applications for other functional 
literacy programmes, the evaluation procedures developed by the project should 
have application to other experimental teaching programmes. 

THE COLLABORATION OF NON-GOVERNMENTAL ORGANIZATIONS 

In adopting the Experimental World Literacy Programme at its thirteenth 
session in 1964, Unesco’s General Conference stressed the importance of the 
collaboration of non-governmental organizations in promoting literacy activities 
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and their participation in the Experimental World Literacy Programme. Since 
then Unesco has assisted in the organization by non-governmental organizations 
of three regional workshops to explore the concept of functional literacy and 
permit an exchange of experience between literacy workers. Following those in 
Tanzania (1966) and Colombia (1968), the third regional workshop, for literacy 
workers in Asia, took place in Ceylon in 1970 under the sponsorship of the 
World Association of Girl Scouts. Its theme was ‘Literacy as a Factor in the 
Civic and Political Education of Women’. 
Unesco also provides aid to non-governmental organizations for programme 

development, training, dissemination of information and organization of meet- 
ings. During the 1969-71 period, for example, Unesco participated in the World 
Trade Union Conference on Functional Literacy organized by the World 
Federation of Trade Unions in Cyprus. Also with Unesco aid, the International 
Alliance of Women and the Associated Country Women of the World (ACWW) 
organized a regional seminar in India on literacy as a foundation of development, 
and the World Federation of Teachers’ Unions organized a seminar in the 
Sudan on functional literacy and the role of teachers for representatives of 
teachers’ unions from twenty-six countries. 

RESEARCH AND DISSEMINATION OF INFORMATION 

While the experimental programme’s pilot projects have of course carried out 
a great deal of research directly connected with the work of these projects, 
Unesco has also sponsored several important research studies outside the context 
of the projects. Among those completed during the period under review are 
studies of retention of literacy in India and Tunisia and of the relation of literacy 
and productivity in Bombay textile factories (the findings are described in 
Chapter 2). Unesco has been exploring with several universities and institutes 
areas for further co-operation in basic research on adult literacy and its relation 
to economic and social development. 
During the period under review the International Institute for Adult Literacy 

Methods, established in Teheran in 1968 by the Government of Iran and Unesco, 
became operational. The institute is designed to disseminate knowledge and 
experience on new approaches to adult literacy. It is amassing and cataloguing 
an important collection of documents, papers, teaching materials and the like, 
and has also carried out a survey of literacy programmes, results of which have 
been published this year. The institute issues two publications: a quarterly, 
Literacy Discussion, in French and English, which includes articles on various 
aspects of adult literacy and descriptions of programmes in progress, and 
Literacy Work, published bi-monthly, containing reports, long abstracts and an 
annotated bibliography. 
Another source of information and news about literacy activities is the 

Literacy Newsletter, issued regularly as a quarterly in French, English and 
Spanish by Unesco since January 1970. During 1969-71 Unesco also published 
several pamphlets on functional literacy and the Experimental World Literacy 
Programme. 
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PROSPECTS FOR THE FUTURE 

During the Second Development Decade, the Experimental World Literacy 
Programme will build on past experience in developing even closer links between 
functional literacy and development. 
As some of the pilot projects of the experimental programme come to an 

end, with the knowledge gained being transferred to the national literacy 
programmes of the countries in which they operate, others will be beginning. 
New projects will be oriented, by and large, to contributing to the elucidation 
of important aspects of functional literacy as yet insufficiently explored by the 
programme-for example, the nature of post-literacy activities within the 
context of functional literacy programmes. 
The trend towards co-operation between specialized agencies will continue: 

for example, Bolivia, Ecuador and Peru are currently undertaking a large 
multinational project for the integrated development of the Andean communities, 
and the three governments are to receive UNDP assistance over a two-year 
period in formulating and implementing co-operative policies and programmes 
for this project. IL0 is the executing agency of the assistance effort, while the 
United Nations, FAO, Unesco and WHO will participate. One of Unesco’s 
contributions will consist of technical help in designing a functional literacy 
component. 
Evaluation will continue to play a vital role in the programme, providing 

findings and conclusions about projects drawing to an end, and laying the basis 
for evaluation of new projects, Concomitantly, Unesco’s task of supporting 
research on adult literacy and disseminating the findings of project evaluation 
and other research will grow in importance. 
Another very important step lying ahead is investigation of the possibility of 

adapting the methods and techniques of functional literacy to other areas of 
education. Unesco’s last General Conference (1 970), in the single resolution 
dealing with literacy, ‘invited Member States and the Director-General to 
encourage research and experimentation concerning the adaptation of new 
methods and techniques of functional literacy to regular and systematic instruc- 
tion, and their utilization in connexion with experimental projects designed to 
promote lifelong education and to remodel the traditional educational systems’. 
Thus, coming years should see a broadening of the activities of the Experimental 
World Literacy Programme as well as widespread application of the functional 
approach to education. 
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The real influence of new ideas about adult literacy is best measured at the 
level of national policy and organization for literacy activities. The 1969-71 
period has seen a decided trend towards adopting national policies that integrate 
adult literacy with development planning. To varying degrees these policies 
also accept a functional approach to literacy education. A related trend is the 
organization of literacy activities to allow for the participation of all parts of 
the society concerned with development of the adult population-from planners, 
experts in industrial and agricultural production and specialists in adult educa- 
tion to teachers, local leaders and potential learners themselves. 

NATIONAL POLICIES: LITERACY AS A COMPONENT OF DEVELOPMENT 

Until recent years it would have been pointless to ask most Unesco Member 
States to define their literacy policy. AU countries would have agreed that 
literacy was a basic human right. Most nations, however, were counting on an 
expanding school system to solve, eventually, the problem of adult illiteracy. 
Some had decided that the schools would take too long and embarked on govern- 
ment-sponsored mass campaigns to eliminate illiteracy among the adult popula- 
tion. 
In the last few years the weaknesses of a mass approach to literacy, and the 

incapacity of the school systems of many countries to absorb and give a solid 
preparation to all school-age children, have become more and more apparent. 
Simultaneously, the role of adult literacy in national development has been 
receiving increasing attention. 
Replies to questions about literacy policy in the literacy 1969-71 question- 

naire, as well as other sources, indicate that these factors have caused many 
countries to develop an official policy towards adult literacy or revise existing 
policies during this period. One picture of the kind of evolution in thinking about 
literacy apparent on the national level comes from an excerpt from La Promo- 
tion Humaine, a document sent by the Government of the Niger with the 1969-7 1 
questionnaire: ‘Developments over the last five years have gradually impelled 
literacy workers to sea literacy techniques as an element in a permanent process 
of extension work among the people. Literacy is therefore seen more and more 
as a tool-undoubtedly of great value but, like all tools, needing to be used. 
This realization has led the literacy services over the last two years to 
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concentrate expressly on functional literacy projects within the framework of co- 
operatives, so as, on the one hand, to ensure that the maximum benefit is 
derived from those peasants who are already literate and, on the other, to 
sustain the motivation of those peasants who are in the earlier stages of literacy.’ 
Many other countries note a recent change in thinking along these lines, as 

can be seen from the following quotations. 
‘Prior to 1969 [literacy] consisted of teaching illiterates to read, write and 

count in primary school classes in the evening. Since 1969, it has had not meet 
the demands of the country’s industrial, handicraft, economic and social 
development.’ (Republic of Viet-Nam) 
‘The view of literacy has changed and what was once considered as an end 

in itself is now seen as a means of achieving an improved standard of living. 
Unesco’s concept of functional literacy has been accepted.’ (Mexico) 
‘There has been a development of the theoretical aspect of literacy in the 

sense that mass literacy work using traditional teaching methods and the same 
human and material resources employed in primary education has gradually 
given way to selective and functional literacy work.’ (Tunisia) 
‘In the beginning the literacy programme was aimed towards the eradication 

of illiteracy and thus the emphasis was mainly upon the ability to read and 
write. But since 1969 the idea of functional literacy has been taken up and 
incorporated in the literacy programme. Now literacy does not imply reading and 
writing as such alone, but has to include the functional aspects as well.’ (Thailand) 
‘As of 1 January 1971, the literacy policy of the Government has been 

exclusively orientcd towards functional and selective literacy linked to the 
priorities of the country’s economic development.’ (Mali) 
Many countries answering the questionnaire stated that plans for adult literacy 

are intimately linked with over-all planning for economic and social develop- 
ment. For example, describing the country’s ambitious national development 
plan in effect since 1971 Guatemala adds that: ‘In view of these purposes and 
activities, adult education-including literacy- becomes truly concrete because 
the adult is, potentially, the only direct and immediate factor of development.’ 
Three other countries in which adult literacy plans are closely linked with 

over-all development plans report as follows: 
‘The country is following a policy of massive literacy, linked to the priorities 

of development.’ (Ecuador) 
‘At present, isolated literacy programmes are no more conceivable than 

development programmes without literacy. In their development plans, such 
sectors as agriculture, mining, fisheries, industry, trade, etc., give priority to 
literacy activities.’ (Peru) 
‘There is a definite correlation between the literacy policy and the national 

policy of providing employment opportunities for the complete labour force.’ 
(United States) 
In at least two cases-Burma and Chile-literacy is seen as a means of 

social, cultural and political transformation; Chile speaks of ‘a policy of massive 
literacy for the worker in the framework of a vast national mobilization’. 
For all these countries, literacy is no longer an end, but one of several means 

to a variety of desired ends. 
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A common pattern seems to be a mixture of traditional literacy programmes 
(that is, non-selective, using traditional teaching materials and methods) and 
selective, work-oriented projects, the latter sometimes conducted with the 
assistance of Unesco. Thus the Niger states that: ‘Literacy work in Niger aims to 
be far-reaching (to reduce illiteracy throughout the country) and, for some 
years past, has adopted a functional approach linked to development priorities.’ 
Argentina notes, in addition to a massive programme, a micro-experiment in 

thirty schools ‘with a new curriculum, adapted to the psycho-physical neces- 
sities of the adult, in order to accelerate the learning-training process and to 
replace the notion of school as an institution by that of school as a function’. 
Between 1970 and 1973 Algeria plans to make 1 million adults literate 

through a mass campaign, while 100,000 people, all engaged in agricultural 
or industrial production, will follow functional literacy instruction which will 
include pre-vocational and vocational training as well as academic, civic and 
political education, Kuwait, while aiming at widespread literacy, reports a pilot 
functional literacy programme in an agricultural setting; if this pilot programme 
is succesful, the functional approach will be adopted in other sectors. Bolivia, 
the Dominican Republic, Ethiopia, Guatemala, Iran, Jordan, Liberia, Thailand 
and Zambia are other countries reporting a mixture of selective and massive 
approaches. In a variation of this policy of mixed techniques, Tunisia, while 
embracing the idea of functional literacy, makes a distinction between systematic 
functional literacy for the majority of illiterates and specialized functional 
literacy for different sectors of production, e.g. agriculture, handicrafts, fishing, 
various industries, commerce, administration. 
Despite the ferment of new ideas about literacy, the notion that adult literacy 

education is in some way equivalent to a primary-school education seems difficult 
to shake off. Many countries still offer a primary-school equivalent certificate 
as the main goal towards which the adult learner is expected to work. A small 
number state flatly that the aim of adult literacy is to compensate for a lack of 
childhood schooling. However, the concept of adult education as separate and 
different from school education is implicit in many of the programmes described 
by Member States even where the terminology used has not yet changed. Few 
countries, though, seem to have raised the question as consciously as the United 
States, which reports that: ‘The U.S. Office of Education in a new approach to 
adult education is developing an Adult Performance Level (APL) which will 
replace elementary grade equivalences. It will be based on a clearly defined 
delineation of adult reading, writing and computational requisites as well as 
related to functional goals.’l 
On the other hand, many countries do show a sharp awareness of the concept 

that adult literacy is only a beginning, a first step. ‘Permanent’ or ‘continuing’ 
education is mentioned frequently in the reports of Member States on their 

1. To develop the APL, teams of research assistants were sent out to farms and factories to collect 
empirical data on the reading, writing and computational skills and the general knowledge 
required for a variety of lower-level occupations listed in the U.S. Department of Labor’s 
Dictionary of Occupational Titles. These data are now being analysed and a general statement 
of criteria for adult functional literacy will result, which, it is hoped, will be legislated as an 
amendment to the current federal legislation on adult education. 
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literacy activities. Argentina, Chile, Guatemala, Spain and the United States, 
among others, refer specifically to the idea that, as the U.S. report puts it, 
‘ , . . optimally, literacy programs should form the first stages of a continuing 
life-long adult education’. 
To sum up, awareness of new ideas about literacy, whole-hearted or partial 

adoption of some of these ideas, more or less cautious experimentation with 
pilot projects for selected groups-these signs of change can be detected in the 
official literacy policies of a large majority of the countries answering the 1969- 
7 1 literacy questionnaire. 
Only a few countries have, as yet, opted exclusively for a selective approach 

to literacy strictly linked to development priorities. Many may never completely 
abandon the massive, undifferentiated approach as a means of stemming il- 
literacy, while others may settle for an all-inclusive programme that incorporates 
some of the techniques of a functional approach. In some cases enthusiastic 
endorsement of new concepts is not being matched by the rigorous change in 
old habits that should logically result from this endorsement. But it seems 
clear that on the level of national policy, there is now a great surge of interest 
in the role adult literacy education can play in national development. 

ORGANIZING FOR LITERACY 

The swing to a functional approach in many countries has made it necessary 
to seek new organizational patterns for directing and implementing literacy 
activities. Functional literacy naturally involves not only the ministry of educa- 
tion (the traditional seat of nationally sponsored adult literacy activities) but 
also organisms concerned with economic and social development: for example, 
ministries of agriculture, health, community development, political education, 
labour, as well as specialized institutes and institutions and private agencies. 
There is a need for structures through which these various bodies can co-ordinate 
their efforts. 
Strong centralized direction (or, at the least, co-ordination) of adult literacy 

activities should make possible certain economies-for example, in training of 
teachers, production of teaching and follow-up materials, evaluation of program- 
mes, collection of statistics. On the other hand, adult literacy has often been 
most successful when left largely to the creativity and hard work and resource- 
fulness of groups operating at the local level. Further, rural or socially isolated 
people-those most afflicted with illiteracy-generally react more enthusiastically 
to locally organized efforts that are sensitive to familiar conditions and customs 
than to programmes imposed from far away. 
Over the past few years a more or less ‘classical’ pattern of organization for 

adult literacy, which balances centralization with a certain degree of local 
autonomy, has developed; it has the following elements: (a) formation, within 
the ministry of education, of a department of adult education (or, sometimes, a 
national literacy centre) with responsibility for literacy activities; (b) setting up 
of a professional field organization consisting of adult education or adult literacy 
directors or supervisors at provincial, departmental, regional and local levels; 
(c) creation of a national executive or advisory or co-ordinating committee for 
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literacy which draws together representatives of various public and private 
organizations involved in or concerned with adult literacy education; (d) creation 
of similar committees at provincial, departmental, municipal and village levels. 
There are, of course, large variations in the way this pattern is followed. In a 

few countries responsibility for literacy rests not with the ministry of education 
but with another ministry (for example, community or rural development); in 
some, although the main programme is directed by the ministry of education, 
other ministries-armed forces (for recruits), the interior (for police), justice 
(for prison inmates)-run literacy programmes of their own. The extent of the 
field organization depends on the seriousness with which the problem of illiteracy 
is viewed, the government’s means and, a key factor, the availability of trained 
professional personnel. The field organization’s authority and autonomy are 
greater in some countries than in others. Sometimes the national and sub- 
national executive/advisory/co-ordinating committees are very active; sometimes 
they exist in name only. 
In general, Member States reporting the most radical changes in organizational 

structures during the period under review are countries in which illiteracy 
presents a serious problem and where previous campaigns have had disappoint- 
ing results; Member States reporting illiteracy among small segments of the 
population only have tended to continue with the same organizational structures 
used in previous years. The few short case studies which follow may give an 
idea of the variety of ways in which responsibility for adult literacy is being 
allocated. 

Bruzi2. In 1969-70 the Centro Nacional de Recursos Humanos (National Centre 
of Human Resources) made some studies of literacy efforts in Brazil. It found 
a variety of programmes being carried out in isolation, some on a regional level, 
some strictly local, some with government financing, others privately financed. 
Each programme had its own policies, methods, techniques and teaching 
materials. Since the results of this unco-ordinated effort over the previous years 
had not matched expectations or needs, a change seemed in order. 
In 1970 a foundation established by the governement under the Ministry of 

Education and Culture, the Movimento Braziliero de Alfabetizaçao (Brazilian 
Literacy Movement, or MOBRAL), began a literacy campaign with some fresh 
approaches. Execution of literacy programmes sponsored by MOBRAL is decen- 
tralized to the municipal level, while MOBRAL headquarters is responsible for: 
planning, control and evaluation; supplemental financing; and production of 
technical, information and teaching material. In mid-1971 MOBRAL was super- 
vising 30,530 literacy teachers serving 763,235 adult learners. At the same 
time, many other private groups (both lay and religious) continue to provide 
literacy education in Brazil, and one of MOBRAL‘s responsibilities is to promote 
co-ordination between their efforts, as well as those of international and multi- 
national organizations, and its own. 

Burma. The national literacy campaign, which has now moved into an ex- 
pansion phase after a period of planning and testing, is strongly centralized 
under the supervision of the Central Literacy Organizing and Co-ordinating 
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Committee, sponsored by the Ministry of Education. At the local level, township 
supervising and co-ordinating committees group representatives of various mini- 
stries and organizations concerned with adult literacy. However, all poky 
questions are decided within the Ministry of Education at the national level, and 
literacy work is directed from this level. 

Chile. At present Chile is putting special emphasis on widespread participation, 
at all levels, of organizations representing potential adult learners (labour unions, 
co-operatives, maternal centres, rural federations, etc.) in developing adult 
education policies and executing programmes. The country has recently changed 
from a centralized direction of adult literacy to a system which is expected to 
promote decentralization, diversification and popular participation. Responsibility 
for adult literacy still lies with the Ministry of Public Education, but the ministry 
co-ordinates its efforts with other public and private institutions (labour and 
student organizations, institutes of agrarian reform, and development, vocational 
training institutes). Executive co-ordinating commissions have been formed at 
the national, provincial, departmental and local levels; their role is to ‘regionalize’ 
adult literacy activities and to this end they have been granted considerable auto- 
nomy in planning, executing and supervising specialized programmes. 

Ecuador. The Department of Adult Education of the Ministry of Education 
plans, co-ordinates and supervises the ministry’s literacy activities. It is also 
required by governmental decree to provide technical direction to a variety of 
other public and private institutions offering literacy instruction. The Department 
of Adult Education gives financial as well as technical aid to some private 
institutes which carry out specialized adult literacy programmes: the Summer 
Institute of Linguistics of the University of Oklahoma (United States); the 
Salesian mission; and the Catholic Church, which produces and broadcasts 
literacy instruction by radio and organizcs classes of radio listeners. 

Mali. Literacy activities, including the pilot project of the Experimental World 
Literacy Programme, are directed and co-ordinated by a national literacy centre 
under the supervision of the Ministry of National Education. The centre is assisted 
by a national committee, which has counterparts at the regional and local levels, 
composed of representatives of various ministries concerned with economic 
and social development. Mali is now completely committed to work-oriented 
adult literacy, with classes organized at places of work, especially in the State- 
run agricultural and industrial enterprises, and there is close co-ordination be- 
tween the national literacy centre and these enterprises as well as persons 
responsible for the country’s economic and social development. Regional direc- 
torates exist in seven areas of intensified development. These areas are further 
broken down into functional literacy zones containing fifty adult literacy centres. 
The head of the functional literacy zone supervises activities in his zone by 
visiting each centre at least once a month, collecting records kept by the centres 
and preparing a monthly report for the regional director, who in turn prepares 
a trimestrial report for the national centre. The literacy programme is at present 
still centrally guided, attempts at increasing decentralization having been re- 
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tarded by a lack of local resources. In 1967 the total paid professional staff 
(national and regional) for adult literacy numbered 23; by July 1971 the 
functional literacy service counted 120 paid employees. 

Zambia. Responsibility for both the national programme and the work-oriented 
pilot literacy project lies with the Department of Community Development of 
the Ministry of Rural Development. A Chief Literacy Officer and his staff 
reporting to the Commissioner for Community Development handle literacy 
matters at the national level. By 1972 it is hoped each of the country’s thirty- 
two districts will have a district literacy officer, to whom will report numerous 
local literacy officers at village level. There is no national literacy committee, 
but area and village literacy committees are responsible for promoting, organizing, 
and supervising literacy work at those levels. The Experimental World Literacy 
Programme’s pilot project is co-operating with the Department of Agriculture, 
the Department of Health, the Ministry of National Guidance, the Food and 
Nutrition Commission and the School of Education of the University of Zambia. 
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Many of the countries where illiteracy is most prevalent lack trained cadres 
to assume teaching and administrative posts and provide back-up services in 
literacy programmes. The task of finding and training adequate new literacy 
personnel, as well as retraining people to adopt new approaches, has posed major 
challenges in the period under review. 
The Experimental World Literacy Programme pilot projects have made a 

particularly rich contribution to the theory and practice of selecting and training 
literacy personnel, and have thus considerably influenced the development of 
new strategies to meet these challenges. Some of the strategies may have applica- 
tion for personnel training and retraining in other branches of education. 

RECRUITING AND TRAINING TEACHERS 

Traditionally, it has been thought that anyone who could read and write, in- 
cluding a schoolchild, could impart literacy skills to an adult, though the most 
appropriate person for this task was the primary-school teacher because he or she 
has been trained to teach thesc skills to children or at least has experience in 
doing so. 
A view of literacy education as involving much more than acquiring literacy 

skills, as well as a greater understanding of the psychology and learning capacity 
of the adult and of how these differ from the child’s, are now producing new 
ideas about who should teach literacy to adults, the role this person plays in the 
learning process and how he or she should be trained. 
The following principles about literacy teachers are becoming generally 

accepted: 
Social, economic and psychological distances between teacher and adult learner 
can easily hamper the learning process. Not all of these can be eliminated 
through training. For this reason, it is increasingly felt that the ideal teacher 
of illiterates is probably someone from the same social-economic-professional- 
cultural milieu as the learners, someone who understands their problems and 
with whom they can identify. 

To teach illiterate or semi-literate adults successfully requires special training; 
this is true even for qualified school-teachers. 

In addition to pre-service training, teachers of adults also need in-service help: 
refresher courses, supervision by persons who can provide constructive criti- 
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cism and other support in various forms (e.g. carefully designed guides, 
periodic bulletins). 

The school-teacher and other professionals 

Replies to the 1969-7 1 literacy questionnaire indicate that the school-teacher, 
usually at primary-school level, remains the mainstay of most adult literacy 
programmes; in defence of this practice it is often pointed out that the school- 
teacher is already a respected member of the community, that he has been 
trained in teaching methods, and that he has access to teaching facilities (a 
schoolroom, blackboard, etc.). On the negative side, it is indicated that he can 
only teach after school hours or during vacations, that for him adult learners are 
a secondary responsibility, and that he is used to teaching children and may 
find it difficult to treat adult learners as adults. 
Most of those Member States which replied that school-teachers were respon- 

sible for adult literacy instruction indicated that these teachers receive some 
special training in how to teach adults. Pre-teaching training ranges from two 
or three days to one month. Also mentioned are refresher courses and in-service 
training. 
A promising idea with wide implications for future adult literacy program- 

mes that rely mainly on school-teachers is the introduction into the curricula of 
teacher-training colleges of courses on such relevant subjects as adult psychology 
and the teaching of functional literacy to adults, as well as practice in adult 
literacy teaching. Tanzania is one country to take this step: in 1970 the Institute 
of Adult Education in Tanzania and the Experimental World Literacy Program- 
me’s pilot project there collaborated in arranging orientation seminars for tutors 
from all the Tanzanian teacher-training colleges; students preparing to become 
primary-school teachers are now also receiving instruction in the theory of 
functional literacy and training in teaching functional literacy to adults. Another 
example comes from Guatemala, where students training to become primary- 
school teachers must make six adults literate before they can receive a teaching 
degree. 
Some countries report that primary-school teachers are paid a bonus for any 

adult literacy classes they teach; in others, adult literacy teaching is considered 
a voluntary contribution; in still others it is a regular part of the teacher’s 
responsibility. 
Some literacy programmes combining vocational, agricultural or other instruc- 

tion with acquisition of literacy skills have used professionals from ministries 
other than that of education (for example, agricultural extension or public health 
personnel) to teach literacy as well as their own speciality. As a report on the 
pilot project in Iran puts it, the big question, is whether it is more expedient to 
train technicians in education or to provide technological training for educators. 
Technicians serving as literacy: teachers need careful training in their new work. 
O n  the other hand, they are more used to working with adults than most primary- 
school teachers and so may require less information on adult psychology. In 
Mali the work-oriented literacy pilot project collaborates closely with a training 
programme for agricultural specialists executed by IL0 with UNDP financing. 
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The programme provides theoretical and practical training in functional literacy; 
a special effort is made to enlist trainees from villages which lack a qualified 
literacy teacher so that they can serve these villages as both agricultural and 
literacy animators. 
An alternative to using technicians alone is the team approach, with a specially 

trained teacher imparting literacy skills based on the vocational content of the 
literacy programme while an extension worker concentrates on the deinonstra- 
tion and practice of work-connected techniques. Such teams are being used in 
several of the pilot projects of the experimental programme. 

Non-professionals 

Many countries report the use in national literacy programmes of non-profes- 
sionals-people who are neither professional teachers nor specialists in any 
other component of adult literacy programmes. Such teachers are usually called 
‘volunteers’; sometimes they are paid, but more often they are not (or they are 
paid according to their performance: in the Iranian national literacy campaign 
the teacher’s salary depends on how many of his students pass a literacy examina- 
tion). Privatly organized literacy efforts rely greatly on the voluntary services 
of non-professionals; for example, of 5,294 teachers of literacy classes for 
migrant workers in France covered by a recent report, about one-quarter were 
professional teachers, slightly over one-half of whom were paid, while the 
remaining 3,961 were non-professionals, of whom only 217 were paid.I 
Certain groups have made very special contributions to voluntary literacy 

teaching. 
In some countries members of the armed forces are deployed to teach literacy: 

in Iran, for example, soldiers who have received four months’ instruction in 
teaching methods are sent to remote villages as literacy teachers, while in lsrael 
girl soldiers with training as teachers spend thirty to forty hours a week teaching 
anyone who wants to become literate, at hours suited to the learners’ schedules. 
Students often serve as volunteer teachers. Zambia reports that almost every 

secondary school and teacher-training college in the country has a literacy club. 
In addition to organizing literacy classes, raising money to buy books and other 
materials, and helping to construct shelters or classrooms, club members also 
teach. In 1971, 103 such clubs, with a total membership of 4,750, were operating 
in Zambia. Students, many of whom have led relatively sheltered lives, have 
much to learn from working in literacy campaigns. In Cuba many of the young 
men and women who took part as very young students in the 1961 mass literacy 
campaign are now working in educational institutions; their contact with rural 
illiterates and their problems during the literacy campaign was a decisive factor 
in their choice of a career.2 
Youth service organizations also provide literacy teachers. In Madagascar, 

young men joining the Malagasy Civic Service can opt for teaching literacy 
as part of the national development effort. Those who do so receive four months 

1. Alphabétisation et Promotion des Migrants Étrangers en France, op. cit., p. 40. 
2. See: Arthur Gillette, Youth and Literacy, Paris, Unesco, 1972. 
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of training in literacy and agricultural extension instruction and then teach 
classes for ten months. Many continue teaching in the national literacy pro- 
gramme after leaving the Civic Service. In the United States some of the young 
people joining the government’s Volunteers in Service to America (VISTA) 
programme teach adult literacy classes. In 1970 youths serving in one of the 
camps of the Tanzanian National Service set about making everyone within a 
five-mile radius of the camp literate by the end of 1971. They opened twenty- 
nine centres in the area with an average of five youth service members, trained 
by staff from the Tanzanian Institute of Adult Education, teaching in each. The 
literacy programme included instruction in hygiene, agriculture, nutrition and 
political education; a report on the programme in mid-1971 states that changes 
such as increased agricultural production, better health and more active political 
participation were already. apparent in the area. 
Women in many countries serve as volunteer teachers, often in programmes 

organized and run by local affiliates of international women’s organizations; 
these latter often help with teacher training by sponsoring national or regional 
training seminars. ACWW, for example, reports that ‘all ACWW member 
societies rely heavily on trained volunteer help as resources do not permit other- 
wise’. 
The use of non-professional teachers raises several questions. One is selection. 

While some literacy programmes accept all volunteers as teachers, others impose 
a minimum standard of competence and knowledge. This is determined by the 
number of years of schooling or through testing. The training of non-profes- 
sionals poses another problem. Since these people have no teaching or extension- 
work experience, they need more preparation and supervision than the 
professional teachers discussed above. Most countries and organizations respond- 
ing to the questionnaire indicate that such training is provided either before or 
during teaching. It varies in duration from a few hours toi several weeks. 

Professional literacy teachers 

Only very few countries have so far established training programmes for career 
adult literacy teachers; specialized training for adult literacy work is usually 
reserved for supervisors and organizers of literacy programmes. (There are 
exceptions: for example, Spain, which reports using 2,250 full-time adult literacy 
teachers, and Israel, where teacher-training colleges provide training in adult 
literacy and some graduates work full-time in literacy programmes.) nie fact 
that illiteracy is a long-term problem and that many amateurish approaches to 
literacy education have had little success suggests that the training of professional 
adult literacy teachers is a good investment. In fact, several countries report that 
they look forward to creating a permanent corps of literacy teachers. In Ecuador, 
for example, a few full-time professional literacy teachers are now at work 
and the Department of Education hopes eventually to use mainly teachers who 
devote all their energies to adult education. 
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Teachers from the milieu 

By teachers from the milieu is meant people who share as closely as possible 
the social, economic and cultural background of literacy learners. The ideal 
teacher from the rniliezi is a successful former student in the same literacy pro- 
gramme. Of course, some of the teachers considered above as non-professionals 
belong in this category, but most, no matter how great their devotion, do not. 
The study of literacy courses for migrant workers in France, for example, 
shows that only 2.7 per cent of the 5,294 teachers were workers, and only a 
handful of these were migrants or immigrants. Citing the insufficient participa- 
tion of workers as teachers in worker-education programmes, the World Fede- 
ration of Trade Unions points out in its response to the 1969-71 questionnaire 
that one way in which trade unions can support literacy programmes is by 
training teachers from the socio-professional milieu of the participants. 
The psychological contribution that a teacher from the milieu can make grows 

in relation to the extent to which literacy learners feel ill at ease in literacy 
classes, because of their cultural background, social status, age, or sex. To give 
an example, foreign workers in a European country benefit from being taught 
by a worker from the same region who has acquired enough literacy to qualify 
him as a teacher, since he has encountered and overcome the same linguistic 
2nd social problems they are meeting. In some societies women can only be 
taught by other women. Often it is where women teachers are most needed to 
reach women that competent volunteers or trained professionals are in shortest 
supply. The pilot project in Iran has solved this problem in the agricultural sub- 
pilot area of Dezful by bringing married couples, both members of which are 
teachers, to the area. In the morning husband and wife teach primary school; 
in the evening the husband teaches boys and men, and the wife girls and women, 
in work-oriented literacy classes. Although these teachers are not themselves 
villagers, they are, according to a report on the project, ‘in constant contact with 
the villagers, sharing their lives and acting as leaders in agricultural activities, 
hygiene, child care or nutrition’.l 
To make functional contribution to literacy education, the teacher from the 

milieu must share the learner’s work experiences and problems while possessing 
a deeper understanding of these problems and a grasp of the tools needed to 
attack them. In a rural environment (as, for example, that of the rural pro- 
grammes in the Experimental World Literacy Programme’s pilot projects in 
Mali and Tanzania) literate farmers who have been taught the essential prin- 
ciples of literacy teaching are, with supervision and the help of carefully 
conceived teaching materials, now teaching their neighbours. The Chief Techni- 
cal Adviser of the Mali project reports that more than 100 former participants 
in project classes are teaching either other adults or their own children; he cites 
this as an example of how the project’s approach to literacy education has 
awakened a sense of civic and family responsibility in learners. In a factory 
situation the literate foreman or, better still, a co-worker who is a step ahead 

1. ‘The Work-Oriented Adult Literacy Pilot Project in Iran’, Bulletin of the Unesco Regional 
Ofice for Education in Asia, Vol. V, No. 2, March 1971. 
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of the learners in technical understanding and literacy can make an excellent 
teacher from the rniZieu.l 

Aids for teachers 

Pre-service or in-service training is not the only means of preparing teachers of 
adult literates. In many literacy programmes-those using non-professional 
teachers and incorporating vocational or other instruction with literacy, for 
example-the teacher is almost as much a learner as the student. Often the 
teacher has a particularly complicated job: in the work-oriented literacy pilot 
projects teachers are asked not only to teach literacy skills, to impart important 
work-oriented knowledge and to foster changes in attitudes and outlook, but 
also-because these are experimental projects subject to careful control-to 
fill in forms and keep detailed records which are used for project evaluation. 
Reports on the recent operational seminars described below point out that 

when designing teaching materials for literacy programmes using non-profes- 
sional teachers a major factor to keep in mind is the level of knowledge and 
skill, as Weil as the attitudes, of the teachers themselves. In the Experimental 
World Literacy Programme’s pilot projects, printed guides or instruction sheets 
help teachers get the most out of teaching materials. In Tanzania, for example, 
a teacher’s guide for each of the six literacy programmes outlines and explains 
every lesson step by step; it also reminds the teacher how to comport himself 
with adult learners, some of whom are older than he. In addition, instruction 
sheets guida him in keeping records of classroom attendance and progress. 
Many of the pilot projects of the experimental programme, as well as some 

national literacy programmes, provide periodic bulletins or newsletters for 
teachers. These serve to keep up morale, provide suggestions on teaching techni- 
ques, and answer teachers’ questions. 

TRAINING OTHER LITERACY PERSONNEL 

Using literacy teachers from the milieu succeeds best in a literacy programme 
that is carefully designed, supplies excellent teaching materials, and provides 
teacher training and supervision of a high quality. Such conditions presume 
the collaboration of a highly trained group of specialists: district or regional 
officers for literacy education, local supervisors, curriculum-design and teacher- 
training experts, evaluators. Where are these people trained? 
The traditional centres for such training are colleges and universities in the 

developed countries. In some developing countries, universities, colleges and 
institutes of higher education train personnel for adult literacy programmes 
through seminars and courses. 

1. For a comparison of part-time and full-time teachers and teachers from the milieu, see: 
F. Mourad, ‘Literacy Teachers in the Algerian Functional Literacy Project’, Literacy Discus- 
sion, Vol. II, No. 2, spring 1971, p. 149-57. O n  the basis of the Algerian experience Mr Mourad 
proposes that a literacy teacher from the milieu should have at least a primary-school certi- 
ficate and about five years of working experience, plus a minimum of one month of basic 
training supplemented by refresher sessions. 
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The regional training centres for literacy described in Chapter 3 have played 
a vital role since their inception by making their facilities available to 
trainees and by organizing and contributing to courses and seminars held on 
the national and sub-regional levels. The number of courses on literacy has 
grown steadily; for example, Columbia reports that in 1970 alone some forty-five 
courses and ninety lectures and round-table discussions on functional education 
for adults were organized on the national level. 

In the pilot projects of the Experimental World Literacy Programme national 
and international experts work closely together in designing and running the 
project; in the process the international experts impart their previously acquired 
technical knowledge and skills to their colleagues while the latter contribute 
an invaluable knowledge of local conditions, customs, language and so on. 
Sometimes the learning-by-doing training is supplemented by more organized, 
formal instruction-in courses, through participation in seminars at home or 
abroad, or through study in foreign educational institutions. Another pattern 
now being used is inter-project exchange; national experts from one project 
go to work in and observe another, where they acquire new techniques and study 
similarities and differences in approach. Some believe that a few weeks of this 
kind of practical experience is much more useful than a longer bui more theo- 
retical course of study at an educational institution abroad. 
A new approach to training which has developed rapidly during the period 

under review deserves more extended description here: the operational seminar. 
The operational seminar, which was evolved to satisfy training needs in the 
framework of the Experimental World Literacy Programme, brings together 
specialists in various disciplines and administrators concerned with the education 
of illiterate or semi-literate adults for a period of concentrated training through 
field-work. The guiding principle is that participants learn not from listening to 
or watching experts but that all participants, experts included, learn from their 
own experience in working out a series of problems. 
During the seminar the participants, sometimes divided into several inter- 

disciplinary groups, go through the steps of designing, setting up and evaluating 
a functional literacy programme. Throughout they work in close co-operation 
with potential learners and others (teachers, supervisors) from the milieu. These 
steps are described in the following paragraphs. 
The first step is a study of the environment in which the target population 

works and lives and of the characteristics (e.g. habits, attitudes, beliefs) of this 
population. All available sources of information are used such as published 
statistics on population and production, and new information is gathered through 
surveys, interviews, testing and observation. 
The second step concerns identification, with future learners and others from 

the milieu, of those problems hindering social and economic development which 
can be attacked through an educational programme. Thus, in the seminar 
which was held in Tunis in May-June 1970, groups studying the target 
population of three agricultural co-operatives found that, although the 
co-operative members had a high level of technical competence, they lacked 
scientific understanding of the operations they could carry out. Similarly, ai- 
though they were enthusiastic about co-operative organization, they had no deep 
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understanding of how a co-operative functions and what benefits it can bring; 
less than half participated in co-operative management. On the basis of these 
findings the seminar participants determined two major objectives for a func- 
tional literacy programme: (a) to impart enough scientific knowledge to allow 
members to understand their work and modify techniques, if required; (b) to 
impart an understanding of the aims and methods of the co-operative which 
would lead to increased participation in its administration. 
The next step is the design of the educational programme or programmes. 

This involves, again in close collaboration with the local population, deciding 
what is to be taught (content), how is should be taught (for example, in what 
sequence), and what materials (for both teacher and learner) will be used. 
The operative principle is that of ‘non-directed’ or ‘semi-directed’ learning- 
discovery by the participants themselves of what problems need attention and 
what tools are required to attack these problems. The elements of literacy 
instruction-vocabulary for reading and writing, problems for figuring-are 
drawn from the material ‘discovered’ by the learners with the guidance of the 
monitor or teacher. 
The fourth step deals with the selection and training of teacher(s). Participants 

establish criteria for the teacher and devise a training programme based on the 
content of the learning programme and the special techniques (for example, 
use of visual aids, discussion leading, practical demonstrations) it requires. As the 
report on the Tunis seminar points out, ‘non-directed‘ learning requires great 
skill from the teacher: ‘As far as “animation” is concerned, it is carried out 
with non-directional techniques. . . . But this non-directionalkm must in fact be 
wisely implemented by the monitor [animateur] who, while remaining anony- 
mous within the group, must know how to lead his audience towards a pre- 
established objective. . . .’ The report also points out that: ‘Thanks to the monitor, 
the participants must receive a true mental training which permits them to be 
conscious of the problem which they must deal with, to find out its causes and 
to adopt collective decisions regarding the action to be undertaken.’l 
The final step is implementation and evaluation. Teaching begins, and seminar 

participants note any short-comings of the work carried out under previous 
steps. They also measure various indicators of the programme’s success, such 
as acquisition of literacy skills, increase in technical knowledge, change in 
practices, change in attitudes. To do so they devise a series of instruments, using 
tests, interviews, observation, group discussion. 
The operational seminar can attain several ends: (a) setting up a workable 

functional literacy programme for a given population, with teaching materials 
produced, classes formed, teachers trained and evaluation instruments designed; 
(b) training of seminar participants so that they can follow similar procedures 
in starting functional literacy programmes in other settings; (c) where several 
groups are working simultaneously with similar target populations, experimenta- 
tion with different methods and material throughout the five steps listed above; 
(d) production by participants of a report on the seminar which serves as a 

1. International Seminar on Functional Literacy, Tunis, 18 May to 5 June 1970, Functional 
Literacy: A Training Method for Development. Final Report, p. 51. 
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guide for conducting other such seminars and for setting up functional literacy 
programmes. 

TRAINING WITH AND FOR MASS MEDIA 

Both radio and television are being used to train literacy teachers and other 
literacy personnel in several cour1tries.l These media can serve several purposes: 
provide general training, provide supplementary in-service training (or téZr‘- 
guidage, as it is called in Mali), re-orient personnel to new methods, and help 
ease the sense of isolation felt by teachers and even supervisors in rural areas. 
The training is economical since trainees need not be brought to a central 
location and lodged, and one training team can serve an entire programme. 
Also, it can reach people who are not free to attend centralized training sessions 
or seminars-for example, school-teachers or women who cannot leave their 
families for extended periods. 
Gabon broadcasts a weekly programme, Mieux Faire la Classe (Towards 

better class teaching), for literacy teachers. The Ivory Coast uses a monthly tele- 
vision programme and half-hour weekly radio transmissions for teacher training. 
In Mali the Experimental World Literacy Programme’s pilot project uses 
radio for follow-up training and support of teachers and other personnel 
working in the agricultural sector. A weekly programme broadcasts advice on 
teaching techniques, the scheduling of lessons and so on and also answers 
questions received by mail from listeners. The experimental programme’s pilot 
project in Iran uses radio for in-service training of teachers at Islahan, and the 
national literacy programme has used closed-circuit television for teacher 
training. 
In Zambia a re-orientation programme in English, For Literacy Oficers, was 

broadcast between September 1969 and April 1970. It was followed by a 
programme for community development as well as literacy officers, which ran 
until March 1971, and was, in its turn, followed by a new series introducing 
functional literacy to the same audience. The broadcasts present discussions 
between participants from the Department of Community Development (which 
is responsible for the national literacy programme), the University of Zambia, 
the Ministry of Education and members of the general public interested in 
education and development. Programmes are recorded in various parts of the 
country; in addition to discussion, they include news about events in the field 
and items on literacy from Unesco publications and other sources. Questions 
raised by listeners are answered on the air or in writing. Eventually, the pro- 
gramme may be incorporated into a correspondance course for literacy and 
community development officers, which would help overcome the shortage of 
training centres.2 
Literacy programmes using radio and television for teaching literacy learners 

require special training for teachers, organizers and curriculum specialists. To 

1. See: Radio and Television in Literacy, Paris, Unesco, 1971 (Reports and Papers on Mass 
Communication, 62). 
2. A. Natesh, ‘Radio for Literacy’, Z Magazine, June 1971, p. 4-7 (a publication of Zambia 
Information Services, Lusaka). 
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give an obvious example, in some adult literacy programmes using radio or 
television broadcasts, teachers must learn how to adjust, service and make 
emergency repairs in receiving equipment. 
Where courses are followed by organized groups, the ‘animator’ or ‘monitor’ 

or ‘supervisor’, whatever he is called, is crucial to the programme’s success. 
According to the survey on the use of radio and television in literacy education 
cited above: ‘This new kind of educational auxiliary represents one of the most 
interesting and significant aspects of broadcast-based literacy instruction. With 
so many grave and acute shortages of qualified teaching personnel in developing 
countries, his importance economically-and indeed socially-and the need to 
study and care for his needs, can scarcely be exaggerated’.l 
A variety of schemes are used to train teachers in charge at the receiving 

end of radio and television literacy broadcasts. The well-known literacy pro- 
gramme of Radio Sutatenza in Colombia is supported by three rural training 
institutes where young men and women receive special preparation for field- 
work. In Jamaica, where both radio and television are used, class-teachers are 
group leaders, field-workers, housewives, school-teachers and students who 
volunteer their services; they receive special training in short seminars and 
residential training courses. In Yugoslavia teachers in the television literacy 
campaign are persons already trained in teaching adults; if they wish they can 
attend fortnightly courses held each summer for up-to-date information in the 
use of television in teaching. Volunteer monitors in literacy classes using tele- 
vision in Egypt were themselves given practical training through television. 
Tunisian television literacy classes are directed by professional teachers who 
attend special training and refresher courses in preparation for this specialized 
kind of teaching. 
In speaking of radio and television as a tool in literacy teaching the report2 

says: ‘Quality obviously hinges on the adequacy of the training of those respon- 
sible for producing and using programmes. The replies [to the survey] suggested 
that training is one of the less-satisfactory aspects of the use of broadcasting 
in literacy work.’ Recalling the ‘multiplier’ effect of these media, the report adds, 
‘investment in first-class training, especially of creative and technical personnel, 
can, therefore, yield benefits quite out of proportion to the costs involved’. 

1. Radio and Television in Literacy, op. cit., p. 27. 
2. ibid., p. 35. 
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The basic methodological principle, implemented in the Experimental World 
Literacy Programme, of integrating the teaching of literacy with that of other 
knowledge and skills inspired a great deal of innovation in programme design 
during the period 1969-71. In some countries a variety of programmes designed 
for specific groups are replacing an older multipurpose teaching programme; in 
others, programmes already in use are being modified to incorporate new ideas. 

OBJECTIVES 

There is an ever-closer correlation between over-all national policies and 
policies governing adult literacy, and between the latter and the objectives of 
individual adult literacy pr0grammes.l The need to state clearly objectives for 
adult literacy programmes is a fairly recent phenomenon arising from growing 
expectations of what adult literacy may accomplish and the integration of this 
form of education into development plans. 
In some countries the sole objective of all adult literacy programmes is to 

teach literacy skills. In others, literacy education as such is considered a neces- 
sary preparation for adult vocational training. In still other countries, objectives 
are much more ambitious-for example, contributing towards increasing worker 
productivity in a given agricultural sector or industry. One programme may have 
more than one objective, and there may be several programmes with differing 
objectives within one country. 
More and more, the setting of objectives for adult literacy programmes is 

preceded by serious study of such factors as national development needs, the 
dimensions of adult illiteracy among various groups, the areas in which adult 
literacy instruction might contribute to development, the financial and human 
resources available for programmes, the social and psychological climate in 
which such programmes would take place, and so on. 
Responses of Member States to the 1969-71 questionnaire indicate that in 

many countries where policy statements imply development-related objectives, 

1. In this text ‘policy’ is used to mean an over-all intention (for example, adult literacy should 
be provided selectively, to groups whose increase in capability will most benefit national 
development) while ‘objective’ refers to the intended outcome of a specific programme (for 
example, to raise productivity of cotton growers, to improve workers’ security from accidents 
in a canning plant). 
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the period under review has been one of transition from formulating policies 
and incorporating adult literacy intoi long-range plans to establishing insitutions, 
training personnel, and other actions that will eventually make it possible to 
determine specific objectives and translate them into true functional literacy 
programmes. During this transitional period, literacy efforts have continued with 
the generalized objective of giving illiterates basic communication and numerical 
skills, although increasingly the literacy class provides an opportunity for im- 
parting other useful information-for example, on hygiene, nutrition, civic 
responsibility. 
In some countries, however, individual teaching programmes have been 

designed to meet specific objectives. The pilot projects of the Experimental 
World Literacy Programme, for example, have developed a variety of teaching 
programmes, each with one or more distinctive objectives. The Iranian project 
is the most diversified, with eighteen different teaching programmes, while Mali 
has thirteen plus two in preparation, and, in Tanzania seven are now in use and 
others are being prepared in co-operation with teachers’ colleges and the Institute 
of Adult Education. 

CONTENT 

Determining the content of an adult literacy programme means translating 
objectives into a series of specific, realizable learning goals. 
Some of the most advanced work in determining teaching content has been 

done for the pilot projects designed to contribute to agricultural development 
or to fill specific training deficiencies in industry.l Determining content in such 
projects involves several steps. 
I€ the objective is to improve production in a given factory, for example, the 

following five steps would be necessary: 
1. To identify problems holding back production. This is accomplished through 

a study of the environment using various investigation techniques. 
2. To single out those problems which an educational programme for illiterate 

workers might attack (clearly functional literacy cannot replace obsolete 
machinery). 

3. To analyse the work now performed by these illiterates. 
4. To determine how much the potential learner already knows. This step is 

crucial but is often ignored on the assumption that the illiterate knows 
nothing or, conversely, that if he can perform certain tasks he understands 
the principles behind them. 

5. To determine what kind of learning programme for the illiterate worker 
could modify his contribution so as to help solve the problem identified. 

While objectives are usually determined at the level of educational or develop- 
mental authorities or of management, decisions on content reflect the views, 
attitudes and aspirations of everyone concerned with the learning programme. 
The worker, the factory supervisor, factory management, experts in professional 
1. Although the discussion here describes functional literacy programmes, in traditional literacy 

programmes as well it is increasingly considered vital to determine teaching content in the light 
of learners’ capability and aspirations and the teaching and other resources available. 
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training, and pedagogical specialists may each have different ideas of what 
problems are holding back production, which skills and knowledge are crucial 
to improving worker productivity, and how these might be provided by a 
functional literacy programme. To reconcile these different outlooks, the 
experimental programme’s pilot projects in Guinea and Mali establish an inter- 
disciplinary team for each enterprise touched by the project. The job of these 
teams is to identify problems and discuss solutions; they include technicians 
and wok-kers from the enterprise as well as experts in evaluation, professional 
training, and teaching-materials production. 
Many Member States report that literacy programmes are related to the 

functional needs of learners, but it is not clear how these needs are determined 
at the actual level of day-to-day activity or are translated into specific learning 
goals. The rigorous approach to determining the content of specialized functional 
literacy programmes, as well as the participation of potential learners in decisions 
about content, are relatively new, and the techniques used are still being 
elaborated. At the same time, the operational training seminars discussed in 
Chapter 5 are already simultaneously refining these techniques and training 
professionals in their application, and this should become more widespread in 
the years to come. 

METHODOLOGY 

This is an all-embracing term meaning in general how content is imparted. That 
it is highly ambiguous is indicated by the replies to a question in the 1969-71 
questionnaire on ‘recommended or widely used methodology’. 
On one level, methodology refers to the manner in which literacy skills, espe- 

cially reading, are taught. This has long been the subject of debate among those 
concerned with literacy education. A main issue in teaching reading is whether 
to use a synthetic (or phonic) approach, in which the alphabet or combinations 
of letters are taught first with the sounds they represent, or a global approach, 
in which the learner first encounters a meaningful unit (a word or sentence) 
and only later breaks down this unit into its components. The answer depends 
a great deal on the nature of the written language (for example, to what extent 
it follows phonic rules). It should also depend on the perceptions, learning 
capacity and interest span of the adult learner, about which not enough is 
known, most research on reading instruction having involved schoolchildren 
only. Some other questions open to debate at this level of methodological discus- 
sion are at what point writing should be introduced, whether a print or script 
form should be taught first, whether traditional or ‘new’ methods of mathematics 
are more suited to adults, etc. 
Some Member States, taking the question on methodology as meaning how 

literacy skills, especially reading, are taught, indicate that an eclectic (mixed) 
method is used (Argentina, Guatemala, Liberia, Thailand) or that instructors 
are left free to adopt whatever approach seems most successful (Brazil, Hungary, 
Peru, the United States). Burma specifies that the phonic method has been 
adopted since 1969. Senegal distinguishes between instruction in French (semi- 
global method) and in national languages (synthetic method using syllables). 
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The Laubach method (essentially a synthetic method) is followed by certain 
programmes in Ethiopia, Mexico and Pakistan. 
Still within the province of programmes teaching reading, writing and arith- 

metic skills only, methodology can also refer to the choice of ideas presented 
to the learner simultaneously with literacy instruction and the effect the actual 
process of acquiring literacy is expected to have on him. According to Paulo 
Freire, becoming literate implies a transformation of the learner from a passive 
being to an active, critical, creative one. Using familiar words charged with 
social and cultural meaning (accompanied by photographs or illustrations) and 
encouraging self-discovery and self-expression through speech and writing, the 
Freire approach (often called a psycho-social approach) not only teaches the 
components of written language but also makes the learner aware of his potential 
power as a social force. The actual teaching method is eclectic: the learner first 
sees an entire word which is then broken into components from which, the 
adult learns, he can make other words. Freire states that with this method 
adults learned to read and write Portuguese quite fluently in six to eight weeks.l 
Freire’s over-all method has distinct social-political objectives which are not 

universally accepted; the language component of his method rests on experience 
with Portuguese and Spanish, two phonically written languages. But the idea of 
choosing for teaching purposes a vocabulary, sentences or even mathematical 
exercises charged with meaning or, at the least, drawn from the adult learners’ 
everyday world, is receiving increasing acceptance, and several Member States 
cite adoption of or experimentation with a psycho-social approach as a recent 
reform tending towards a more functional literacy programme.2 
In functional literacy programmes the question of methodology becomes even 

more complex. The new element is the integration of theoretical and practical 
work which, although it involves use of literacy skills, is designed mainly to 
provide the learner with the skill, knowledge and understanding to solve voca- 
tional-technical or social problems. As an expert in methodology explains it: 
‘In this converging approach, the “aim”, or the “problem”, constitutes the uni- 
fying theme of the training, whose role . . . is to provide practical, scientific, 
socio-economic and arithmetical knowledge or information conducive to attain- 
ment of the aim or to a solution of the problem. . . . By the way of illustration, 
the technical operation of dressing the vine is mastered in the following sequence: 
learning the required hand movements, technico-scientific explanation of the 
problem (standards of work and output), application of arithmetic to the above, 
reading of texts with a bearring on the ~peration.’~ 
An integrated approach presents a paradox to methodologists: the adult illiter- 

ate can understand fairly technical information at the start of the course, but 

1. Paulo Freire, op. cit. 
2. In fact this approach is not functional in the same sense as a programme integrating literacy 

with other skills and knowledge to improve the learner’s over-all grasp of useful tools; instead 
it is a cultural approach which happens to include one of the objectives of functional literacy 
programmes : preparing adults to meet the modern world critically and rationally, as important 
agents in development processes. 

3. Functional Literacy: A Method of Training for Development, p. 10-11, Paris, Unesco, 6 No- 
vember 1970 (Document prepared by the Unesco Secretariat for the International Advisory 
Committee for Out-of-School Education). 
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he many need literacy skills both to put to use the technical knowledge presented 
him and to store (through writing) and refer back to (through reading) relevant 
information. 
Some functional literacy programmes provide literacy first, saving work- 

oriented or other information and skills for a second phase. The initial phase 
differs from traditional programmes in that literacy skills are provided more 
intensively and the words and exercises are drawn from daily life. This is called 
intensive literacy, or pre-literacy. An experiment in a textile industry carried 
out by the Experimental World Literacy Programme’s pilot project in Iran 
showed that the illiterate worker could acquire a rudimentary grasp of reading 
and writing Persian in thirty-six hours, spread over six weeks; this was followed 
by the functional literacy programme which combined professional training and 
perfecting of literacy skills during two cycles each lasting six or seven months. 
If the learner finds the first phase too theoretical, too unrelated to his everyday 

needs, he may lose interest and drop out. For this reason other functional literacy 
programmes combine vocational and literacy content from the very beginning; 
progress in literacy skills is slower, but interest in the programme may be higher. 
In the programme’s pilot project in Tanzania, for example, the first year’s work 
is divided between literacy education (with a primer using words from the work 
vocabulary and presenting broad concepts) and practical field demonstrations; 
by the second year of the two-year programme the learner can obtain informa- 
tion from reading which reinforces what he learned through demonstrations. 
Still another approach is to begin with practical knowledge as a basis from 

which mastery of literacy skills will become inevitable. A theoretical frame- 
work for such a programme for a homogeneous group of workers already 
performing somewhat skilled jobs has been described by one expert; the guiding 
principle is that these workers already have some unexpressed and unorganized 
understanding of the concepts underlying their work: ‘. . . our first intervention 
should not consist in giving the illiterate workers words, numbers, notions, etc., 
but in allowing him to benefit consciously from his inherent mental patrimony. 
What we must try to do in the beginning is in effect to extract maieiiiically from 
his mind the concepts of his concrete working experience and the general 
criteria present in them. Then we must start with him a rational and scientific 
process of clarification and preciseness of these concepts and criteria, and after- 
wards we must assist him in transferring them into logical structures of language 
expressed by graphic symbols: drawings, simple pictorial formulae, numbers and 
words. 
‘By this process the worker is led to understand not only the enlightened 

links between the abstract concepts and the concrete facts which are involved 
in his daily actions, but a!so the intrinsic structure of a rational enunciation and 
the interrelations between its components: symbols, numbers, words, etc. 
Successively he would almost surely apply the same logical rules, when he starts 
to compose the words he has learned into written sentences. These sentences, 
little by little, will form the basis of a new, more precise technical language, the 
only one able to stimulate improved and more productive working performance.’l 
1. C. Bonanni, ‘Literacy for Industrial Workers. Notes on Methods and Techniques’, Literacy 

Discussion, Vol. I, No. 1, winter 1970, p. 13-14. 

71 



Innovations in programme design 

An interesting example of a programme beginning with practical knowledge, 
this one for illiterate farmers, comes from Dahomey. In early 1971 a Swiss 
member of Volontaires Suisses pour ie Développement, aided by eight monitors, 
taught illiterate co-operative farmers to weigh and market the cotton they grow 
before teaching them how to read or write figures. Consisting of twelve sessions 
of one and one-half hours each, and conducted in the local language, Bariba, 
the course used scales, a system of counting with bars in units of five, cubes 
symbolizing various weights, objects symbolizing units of money, a schedule 
showing the selling price of cotton, another showing the price of services and 
materials (e.g. fertilizers, seeds, insecticides) to be deducted from the selling 
price, and various other cheap and easily produced teaching materials. Im- 
mediately following the course, one particularly enthusiastic co-operative, where 
all members had attended classes, managed its own market on market day (the 
first time illiterates had done so in the area). Commercial transactions took no 
longer than when handled by literate outsiders, the results (supervised by the 
teaching team) were accurate, and the co-operative members were jubilant. 
Plans for this project call for courses in marketing other products; courses intro- 
ducing figures, reading and writing based on functional literacy texts to be 
produced in Bariba; and eventual adaptation to the language and milieu of these 
people of agricultural training c0urses.l 

INTENSITY OF LEARNING PROGRAMME 

Answers to such questions as whether literacy should proceed, be integrated with, 
or follow other teaching content depend largely on the intensity of the learning 
programme. In some functional literacy projects reported by Member States, 
especially those within the framework of an enterprise or a socio-economic 
grouping such as a co-operative, the learner attends classes or demonstrations 
as often as five days a week, for two hours each day. Such intensity is rare, 
however; the usual literacy programme, even a functional one, involves atten- 
dance two or three times a week, and often only once a week. 

O n  the other hand, full-time courses are reported in the United States for 
workers released temporarily from their jobs and for the unemployed, and in 
Sweden for gypsies and immigrant groups. In establishing full-time courses for 
workers, the total co-operation of employers is necessary to ensure re-employ- 
ment at the end of the course; in agricultural communities such courses would 
have to be offered during the slack season. Intensive literacy courses require full- 
time teachers and permanent meeting-places, and these make them more costly 
than programmes relying on volunteer teachers. (In Sweden the local social 
welfare authority pays the living expenses of adults attending full-time courses.) 
On the other hand, the gains in learner motivation and decreased drop-out might 
make such programmes less expensive in the end than diffuse efforts. 

1. Jean-Pierre Grossenbacher, Alphabétisation Fonctionnelle. Rapport, Parakou (Dahomey), 
19 February 1971 (mimeo.). 
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LANGUAGE 

It is now generally accepted that from the pedagogical standpoint, teaching 
literacy in the learner’s native spoken language is indisputably preferable to 
any other solution; at the same time, other concerns (need for national unifica- 
tion, economic considerations, absence of reading material in the spoken 
language, the learner’s own wishes) may make a second or even a new language 
more desirable as the teaching medium. 
Replies from the 1969-7 1 questionnaire and other sources indicate that 

literacy teaching generally follows national language policies, and that these are 
very diverse. To give some examples, in Israel everyone is instructed to read 
and write Hebrew except for the Arab population, which receives instruction 
in Arabic. Kenya plans to replace English with Swahili as the national language 
by 1974. Adult literacy courses begin literacy instruction in one of the 
vernaculars while introducing Swahili as a second language; when learners can 
speak Swahili instruction changes to this language. In Mali agricultural pro- 
grammes use Bambara, while industrial programmes use French. Mexico reports 
that the main teaching language is Spanish but small, monolingual groups are 
taught in their own dialects. The Niger reports that in rural areas literacy acti- 
vities are conducted in five main national languages, but in urban areas literacy 
instruction is in French while other subjects are discussed in a national language. 
Peru reports a bilingual system of literacy education leading from vernaculars to 
Spanish. Senegal states her intention of providing literacy in national languages 
as soon as transcription of these is finished, while French will continue as the 
language of instruction in certain factories. In Tanzania all instruction is in 
Swahili, ând the literacy programme is considered an important instrument for 
developing the national language. Zambia uses seven languages for instructional 
purposes. The People’s Republic of the Congo notes a change in policy in 
recent years from complete reliance on French to a realization (not yet put 
into effect) that literacy teaching should take place in one of the two local 
languages now used for oral teaching. 
Sometimes it is private organizations which take on the task of developing 

literacy programmes in vernaculars, to supplement a national programme in the 
national language. In the territory of Papua and New Guinea, for example, the 
Summer Institute of Linguistics is working in eighty-five language groups, and 
already carrying out literacy programmes in thirty-four of these. Literacy in the 
vernacular is considered a first step toward literacy in one of the national 
Ianguages spoken in the territ0ry.l 
Literacy programmes for migrant workers in European countries often stress 

acquisition of the language of the host country as much or more than acquisition 
of literacy skills. The United Kingdom reports that ‘most of the illiterate adults 
. . . are immigrant workers from overseas. Wherever the extent of such illiteracy 
indicates the need for remedial measures the Local Education Authority 
generally organizes classes for the teaching of English with such provision as 
appears necessary for the teaching of reading and writing.’ According to a study 
1. See: Roy E. Gwyther-Jones, ‘Some Literacy Problems in the Territory of Papua and N e w  

Guinea’, Literacy Discussion, Vol. II, No. 1, winter 1971, p. 7-16. 
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of literacy courses for migrant workers in France, of around 32,000 foreign 
participants in the spring of 1969, about 48 per cent were estimated to be 
completely illiterate, while the rest could read and write their native language. 
The study indicates that the main reason migrants attend these classes is to learn 
enough French to be able to understand others and make themselves under- 
st0od.l Sweden reports that in 1970, 150,000 immigrants speaking thirty-five 
languages followed free Swedish language courses across the country. The 
language course begins by teaching the learner to write his own name and 
address using the Roman alphabet. How many participants were true illiterates 
is not stated. Illiteracy is mentioned as one reason for under-utilization of 
vocational training programmes for immigrants, but the fact that Swedish 
authorities have produced language manuals and corresponding small 
dictionaries in twelve languages as well as a newspaper for immigrants in five, 
shows that a good number of the foreigners must already be literate. 
No Member State reports literacy courses for foreigners which begin by 

teaching literacy skills in the learner’s native language as a bridge to mastering 
that of the host country (although some take into consideration the linguistic 
and cultural background of the learners in other ways). Nor do literacy pro- 
grammes for foreigners seem to discriminate carefully between those who are 
completely illiterate and those who are literate in another language, although 
these two groups require quite different teaching approaches. 

1. Alphabétisation et Promotion des Migrants Étrangers en France, op. cit. 
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The trend in learning tools for literacy learners (whether objects, like the primer; 
techniques, like group discussion; or media, like radio and television) is towards 
an increased emphasis on the learner as an active participant in literacy educa- 
tion through self-instruction and even creation of his own learning materials. 
Learning tools can be roughly divided into two groups: those providing the 

learner with a block of material at the outset, which he will absorb gradually 
(the primer and supplements), and those presenting him with material in small 
progressive units so that he masters each step before seeing the next (sequential 
materials, programmed instruction, electronic teaching machines). A third 
category combines characteristics of the two: teaching by radio or television, in 
which broadcast lessons reach the learner unit by unit, but at a rate he cannot 
control (although he may use a textbook correlated to the broadcasts to which 
he can refer backwards or forwards). 

THE PRIMER AND IT§ SUPPLEMENTS 

The traditional instrument for teaching adults literacy skills is the primer; 
judging from replies to the 1969-71 questionnaire it remains by far the most 
widely used. With the primer the adult learner may receive one or more items 
of practice material: workbooks, blank notebooks in which to practise writing 
and figuring, pencils, a small slate and so on. 
Whereas a few years ago ‘primer’ often meant the book used to teach school- 

children to read, most countries replying to the 1969-71 questionnaire indicate 
that primers now used in adult literacy classes are designed specifically for 
adults. (To give an example, Pakistan notes that the Girl Guides Association of 
Pakistan has made a valuable contribution to adult literacy by printing three 
work-oriented primers in Urdu to replace the Urdu school primer used until 
now.) Many countries report a single national adult literacy primer, but a 
sizeable number of these say they intend to produce primers for various groups 
(diversified according to vocation, rural or local habitation, sex, etc.) as soon 
as resources permit. 
Writing any primer for adults has turned out to be too large a job for one 

person alone, but this is especially true of primers for functional literacy courses. 
These require expertise in many areas, including literacy teaching, language 
and linguistics, the vocational content being emphasized, illustrations relevant 
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for the target group of learners, layout acceptable for beginning learners (for 
example, proper type size for eyes untrained to discriminate between letters) and 
so on. In the Experimental World Literacy Programme pilot project in Tanzania, 
first- and second-year primers (and accompanying teachers’ manuals) for six 
differentiated teaching programmes were written by a writers’ workshop grouping 
as many as eight people depending on the subject-matter (a typical workshop 
might bring together three editors, a specialist in teacher training, an agricultural 
expert, an expert in co-operative village organization, a specialist in Swahili 
language usage, an expert in vocational training). The workshop collaborated 
closely with the artist who illustrated concepts presented in the primer and the 
graphics specialist responsible for its layout and design. Draft primers were 
tested with learners before being put into final production. 
An interesting variation on the primer is the teaching discs used by the Iranian 

pilot project for the intensive pre-literacy phase described in Chapter 6. Two 
discs are enclosed in a cardboard rectangle pierced by four trapezoidal windows 
and five small circular openings on each side. By turning the discs the learner 
can bring into simultaneous view a picture of an object familar from his work 
environment, its written name, and the letters making up the name; he can also 
see the Roman, Iranian and Arabic signs for numerals up to 1,000. The turning 
discs present ninety-six basic words containing all forms of the thiity-eight 
letters of the Persian alphabet (which can take seventy-six different forms 
depending on their position within the word). The disc system allows concentra- 
tion on one word and its elements at a time; the picture eliminates any risk of 
misunderstanding the word’s meaning. As an instructional tool with no resem- 
blance to a child‘s textbook, it also has a psychological advantage over the 
primer. Larger wooden teaching wheels based on a similar principle but 
without illustrations, one presenting letters of the alphabet and another phrases 
and short sentences, are used for classroom teaching in the Burmese national 
literacy campaign, where they supplement a primer and other materials. 
To enrich primer lessons the literacy teacher can use a variety of traditional 

visual aids. The most universal, and perhaps the most practical, is the black- 
board. Others include flash cards showing letters, syllables, words, whole phrases, 
or numerals; flannelgraphs with elements that adhere to make words or sentences 
or arithmetic exercises; flipcards; posters, maps, globes, and so on. These are 
useful to the extent that the teacher is trained to manipulate them efficiently. 
Some literacy programmes have devised portable units for teachers combining 
several aids: blackboard, plastic bands to hold flash cards, and flipcards, as 
well as storage space for class records and teachers’ manuals. 
Where resources permit and electricity is available, more technologically 

complex visual aids brighten individual classrooms: slide or filmstrip projectors, 
silent or sound movie projectors, tape rec0rders.l These can supplement the 
primer lessons in teaching literacy skills or introduce information on subjects of 
interest to adults-agriculture, hygiene, nutrition, civics. In literacy class sites 
in less-developed countries, battery-operated devices can overcome the frequent 

1. See: Donnie Dutton and Don F. Seaman, ‘Audio-Visual Aids in Adult Literacy Education’, 
Literacy Discussion, Vol. II, No. 3, summer 1971, p. 27-42. 
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lack of electricity; battery-operated cassettes are being used with success in the 
pilot project in Ethiopia. Sometimes equipment too expensive to allot to 
individual classes is gathered into mobile units which serve many groups. 
Venezuela, for example, reports using eighty units equipped with film-projection 
apparatus, slides, posters, loud speakers, librairies, and even marionette theatres. 
They have been extremely valuable in awakening interest in literacy education- 
especially in isolated areas, in supplementing literacy instruction and in provid- 
ing materials for new literates and school-leavers. 

SEQUENTIAL MATERIALS 

In some cases those designing literacy programmes find that the primer has 
some weaknesses. It can discourage the beginning learner by presenting him 
with a seemingly formidable mass of learning materials, and it is not always 
flexible enough for experimental programmes or programmes carefully matched 
to specific learning needs of small groups: writing a primer for, say, fifty 
workers in an enterprise is not usually feasible. 
During the 1967-71 period there has been much experimentation in devising 

learning materials to overcome one or both of these weaknesses. While some of 
the pilot projects of the Experimental World Literacy Programme use diversified 
functional literacy primers, others are experimenting with teaching cycles com- 
posed of learning units each built around a specific tcchnical-vocational learning 
problem. These are generally broken into sequences of about one week’s duration 
[in programmes where attendance covers several hours a week), and materials 
are presented to learners sequence by sequence. The basic materials for a 
teaching unit usually consist of: (a) a poster illustrating the learning problem, 
which serves as a point of reference for discussion by the learners (sometimes 
the poster is replaced by illustrated sheets with which learners can build up 
their own book); (b) a ‘technical card’ for the animator or instructor which 
presents the ideas, attitudes and knowledge he should evoke from and transmit 
to the learners, as well as instructions and hints on how to do this; (c) various 
materials for teaching the literacy skills required for solution of the learning 
problem-these can resemble materials used with primers (for example, flash 
cards) but the vocabulary and exercises are drawn from the learning problem 
under discussion; (d) audio-visual aids such as other posters, slidcs, films. In 
addition to these, there may be an over-all guide for the instructor. 
The Paulo Freire method also uses teaching materials designed around key 

problems and presented to the learner progressively. As described in L’Éduca- 
tion: Pratique de la Liberté, these consist of pictures illustrating certain situa- 
tions which serve as a basis for discussion, and an instruction card to help the 
animator in guiding this discussion. With the pictures are key words, chosen 
both for their signifrcance to the subject and their literacy teaching value. 
The family education programme in Thailand mentioned in Chapter 2 uses a 

system for presenting materials borrowing from an earlier model developed in 
Israel and which is a variation on those described above. Materials for each 
lesson consist of a card with a photograph illustrating the theme of the lesson 
on one side, and the literacy learning text on the other. As they are mastered, 
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cards are given to individual learners for insertion in a loose-leaf binder. Thus, 
the learner builds his own ‘primer’ which he keeps for future reference. In this 
programme it is proposed to retain some cards for teaching all participants in 
adult literacy, while others will be designed specifically for differentiated groups 
and inserted into the series where appr0priate.l 
The advantages of a sequential system have become apparent in experimental 

projects aimed at small groups and built around specific learning problems. 
Materials can be created for individual learning groups (for example, workers 
in each factory, producers of different crops). The teaching programme is 
flexible, as the materials can be produced just a few jumps ahead of actual 
teaching, thus incorporating experience with previous units (alternatively, 
materials for the whole programme can be designed ahead of time and distributed 
at a rate determined by learners’ progress). Finally, the learner is introduced to 
the content he must cover gradually; as he masters each sequence he keeps a 
personal record of his progress (for example, filled-in notebooks, sheets he has 
learned to decipher, compositions, technical drawings he has done himself). 
O n  the other hand, the development of sequential teaching materials requires 

the continuing co-operation of several specialists, including some from within the 
enterprise or milieu in which the literacy programme is operating. It also re- 
quires facilities (such as a well-staffed national literacy centre equipped with 
drawing and reproduction equipment) for the rapid production of specialized 
teaching tools. And it requires careful, continuous control and evaluation of 
classroom teaching. 
Mali and Senegal are the only countries which report exclusive use of a 

system of teaching materials in sequences individually devised for each social- 
professional group covered by the literacy programme. Tunisia reports employing 
such a system in certain experimental classes for selected groups, as do coun- 
tries in which pilot projects of the Experimental World Literacy Programme 
are in operation. Argentina reports that those responsible for each literacy 
programme are urged to produce their own learning materials suited to the 
needs and level of learners; a system of teaching cards is used. 
It is expected that if functional literacy programmes are indeed to be selective 

and intensive, the use of sequential materials built around technical-vocational 
or even social learning problems will spread within the coming years. Indeed, 
the notion of learning units designed in this way is not confined to literacy or 
pre-vocational training but can be expanded to provide intensive, problem- 
oriented instruction at any level of complexity. 

1. See: David Harman and Kowit Vorapipatana ‘A Functional Literacy Project in the Provinces 
of Lampang and Rae in Thailand’, Bulletin of the Unesco Regional Ofice for Education in 
Asia, Vol. V, No. 2, March 1971, p. 69-76. For a more detailed description of such materials 
and their use see: David Harman, Development of a Community Based System of Fundamental 
Education, Chapter IX, Ph.D. Thesis, Harvard University Graduate School of Education, 
June 1971. A modified form of this thesis will be published by Harvard University Press in 1972. 
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SELF-INSTRUCTION ; GROUP LEARNING 

These two types of educational experiences may seem diametrically opposed; 
what they share is a breaking-away from the notion of teaching as a process of 
transmission from the teacher (or teaching instrument) to the learner. 
Self-instruction can be limited to the use of prepared materials, as in program- 

med instruction provided through books, filmstrips, or tapes, or of machines 
which react to the learners’ choices, such as the ‘talking typewriter’ developed by 
Omar K. Moore in the United States. The general principle behind this kind of 
instruction is that if the learner provides (or chooses) a wrong answer to a given 
problem he is directed to further drillwork until he is ready to proceed to the next 
level. Thus, he works not only individually but also at his own speed. These 
forms of self-instruction are still largely in the experimental stage, although 
teaching machines are used with some adult learners in the United States, and 
Laubach Literacy Inc., in Syracuse, New York (United States), has produced a 
programmed series of self-instruction books for adults in English and is testing 
a version in Spanish. 
Self-instruction can also mean supervised interaction between the student and 

the world, as the student applies his new skills outside the classroom. To 
give an example, in the intensive pre-literacy programme in Iran described above 
students are urged to write in a notebook all words they can decipher outside 
the classroom (for example, from signs, advertisements) as well as produce a 
short composition using words they already know between class sessions. This 
technique is used to demonstrate both that learning is largely a question of 
personal research and experimentation and that techniques used inside the 
classroom can be applied outside. Writing is an important form of self-instruc- 
tion, in that it gives the learner an occasion to exercise his skills and also, in a 
more profound sense, allows him to express, and in the process formulate more 
clearly, his own thoughts. 
By group learning is meant the involvement of learners as a group in adult 

literacy instruction. Group discussion is used in the Experimental World 
Literacy Programme’s pilot projects, and also in the Paulo Freire method, 
mainly to draw out of the learners a definition of learning problems and to 
engage them in seeking solutions. In theory, at least, the bulk of what is learned 
is not taught, but discovered by the learners; the teacher or animator functions 
as a guide in this process. Group learning seems particularly suited to adults, 
especially those who lack any experience of formal education, and many Member 
States indicate that in one way or another this technique is being used in adult 
literacy programmes. 

A WORD ABOUT ILLUSTRATIONS 

One of the most striking trends in recent innovative adult literacy programmes 
is the important role given to illustrations. Introduction of technical-vocational 
teaching content, the awakening of social and cultural consciousness, the use 
of group-discussion techniques-these all involve the illustration, whether a 
drawing, diagram, or photograph, as the point of departure. 
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During the period under review there has been an increasing awareness of 
the fact that not all illiterates perceive illustrations as do literates. This is backed 
up by the results of experiments in the pilot projects of the experimental 
programme as well as e1sewhere.l Attempts are now being made to extend these 
findings and, in the meantime, to test illustrations used in primers and on 
posters for comprehensibility and thereby determine the extent to which their 
potential audience finds them comprehensible. 
At the same time, one of the aims of some functional literacy programmes, 

especially in an industrial environment, is to teach learners to correctly interpret 
widely used symbols, technical drawings, maps and other pictorial representa- 
tions, since these representations constitute another form of language which 
members of a modern technologically oriented society need to comprehend. 

RADIO AND TELEVISION IN LITERACY TEACHING 

A survey made in 1949-71 of radio and television in literacy work? plus 
replies from the 1969-71 questionnaire and other sources, indicate that use of 
these media for literacy teaching has been growing steadily in recent years. 
According to these data, which are certainly not complete, some twenty-three 
countries are using radio for literacy teaching while twelve (some of them the 
same) are using television for this purpose. (In contrast, a questionnaire sent 
out in 1964 revealed only ten countries using either radio or television for any 
aspect of literacy The majority of these Member States report a single 
radio and/or television programme, which is the responsibility of a national 
ministry. In a few countries, however-Brazil, Peru and the United States, for 
example-a variety of radio and television literacy teaching programmes are 
offered by both public and private organizations. Thus, there are many more 
adult literacy programmes using these media than the numbers of Member 
States given above indicate. 
The role of radio and television in promoting literacy work and the training 

of teachers is discussed elsewhere; here we describe some examples of literacy 
instruction for adult learners provided through these media. 
Most literacy broadcasts are aimed at organized groups or registered individual 

students, usually working with supplemental materials under the direction of 
an animator, monitor or teacher. But these broadcasts are also received by many 
other listeners who are not organized or even accounted for. Research and 
sales of associated teaching materials indicate that, at the time the survey was 
made, ‘outside’ audiences exceeded ‘direct’ audiences by 2 to 1 in Jamaica and 
Laos, 4 to 1 in the People’s Republic of the Congo, 5 to 1 in Iran, and 8 to 1 in 
1. See, for example: Andreas Fuglesang, Communications with Illiterates, a pilot study of the 

problem of social communication in developing countries, published by the National Food 
and Nutrition Commission, Lusaka (Zambia), in 1969. A summary of this study appears in 
Literacy Discussion, Vol. II, No. 3, summer 1971, p. 47-50. See also, in the same issue (p. 51- 
69), an article by R. Couvert, ‘Testing a Series of 13 Posters in the Taheza Valley’, on an 
experiment carried out in a functional literacy project in Madagascar. 

2. Radio and Television in Literacy, op. cit. 
3. Literacy and Education for Adults, Supplement 1965, p. xxxvi-ix, Geneva and Paris, IBE and 

Unesco, 1964. 
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Tunisia, As more and more households obtain a radio or television receiver 
of their own this ‘outside’ audience can only grow. Organized listening or 
viewing, followed by group discussion, is generally considered more effective 
than solitary learning. Nevertheless, radio and television can reach people who, 
because of physical isolation, cultural barriers, or overriding shame of their 
illiteracy, cannot or will not attend normal courses. 
Broadcast-teaching techniques show some interesting variations. In Yugo- 

slavia, for example, the programme ABC by Television is constructed like a 
television scrial around the story of an illiterate woman who finally learns to 
read and write; it is frankly designed to compete with entertainment broad- 
casts. The television series The Future Begins Now in the Arab Republic of 
Egypt combines classroom-type teaching and dramatized sequences in ninety 
lessons aimed at achieving fourth-grade literacy; lessons last half an hour and 
are broadcast three times a week. Operation Alphabet in the United States 
builds lessons around stories composed of six or seven sentences based on a 
600-word vocabulary and related to problems of everyday life: transport, food 
and so on. It relies strongly on the personality of a single very effective teacher 
who appears during half-hour lessons five nights a week, with every fifth broad- 
cast devoted to reviewing previously covered material. The whole programme 
comprises 100 lessons and is designed to lead to a third-grade literacy level. 
(In 1969 four other television programmes, all using supplemental books, were 
being broadcast in various parts of the United States.)l Mexico has been re- 
peating the same course (Yo Puedo Hacerlo (I can do it)) for several years; 
the printed matcrials arc divided into eighty lessons broadcast five times weekly 
and lasting about twenty-seven minutes each. In Guatemala, the radio literacy 
course is broadcast daily for six months; the two-hour broadcast combines 
literacy teaching with music and information on agriculture, health and so on. 
In Jamaica, filling in a crossword puzzle is a popular feature of the television 
literacy series. 
Most programmes produce co-ordinated practice materials for students fol- 

lowing broadcasts, usually primers or notebooks. In general, the survey report 
states that ‘the textbooks used seem often to be the same as those used in tradi- 
tional face-to-face literacy classes and do not seek to exploit the possibilities of 
visual correlation between the screen image and the printed page. This correla- 
tion is of course doubly important where materials are to be used by the indi- 
vidual student working on his own.’2 

Mexico and Jamaica both supply the same printed teaching materials for 
direct teaching and for radio and television literacy classes (although Jamaica 
produces two sets of materials, one for rural and one for urban groups, and 
scripts for radio and television broadcasts are written ~eparately).~ 

1. Angelica W. Cass, ‘The Use of Television in Literacy Programmes in the USA’, Literacy 
Discussion, Vol. 1, No. 2, spring 1970, p. 19-24. 

2. Radio and Television in Literacy, op. cit., p. 29. 
3. In Jamaica comparisons between direct teaching and teaching with radio and television showed 

that the latter produced better results: drop-outs were fewer, progress was faster, students 
scored better at the end of the course. See: D. Martin, ‘Together W e  Learn’, Literacy Discus- 
sion, Vol. I, No. 2, spring 1970, p. 8-13. Mexico reports that literacy teachers using television 
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In contrast, Tunisia uses television broadcasting for the main burden of 
teaching, with radio broadcasting to supplement instruction by recalling material 
presented on the previous day’s television show (although as it has turned out 
that many Tunisians follow only the radio broadcasts, seemingly with good 
results). Printed materials for learners following broadcast instruction in Tunisia 
are distinct from those used in traditional or specialized functional literacy 
classrooms. 
The programmes described above aim at providing direct teaching of literacy 

skills through radio or television. There is another group of literacy instruction 
broadcasting, all on radio, which provides supplementary information to enrich 
literacy classes, while leaving the job of teaching skills wholly to a teacher or 
animator. This second type of literacy broadcasting is integrated into several of 
the pilot projects of the Experimental World Literacy Programme-for example, 
in Algeria, in the Sudan, in Mali (with the Apprendre pour Produire radio 
broadcasts), and in India, where the radio farm forum is an essential element in 
the farmers’ training and functional literacy project. In the People’s Republic of 
the Congo, the difference between, on the one hand, radio broadcasts informing 
literacy learners and initiating discussion about topics of interest to adults and, 
on the other, classroom instruction in literacy skills, is illustrated by the fact 
that literacy skills teaching is in French only, while radio broadcasts are in 
French, Munukutuba and Lingala. 
As the survey report points out, interaction between broadcasters and listeners 

is crucial for effective teaching. Radio Sutatenza in Colombia, which has been 
operating literacy classes since 1947, employs a staff of about fifty to answer 
correspondence from listeners. In the People’s Republic of the Congo a monthly 
broadcast answers listeners who have written in; new programmes are some- 
times produced following readers’ suggestions. In an experimental radio literacy 
programme conducted in 1969 in Zambia, listening clubs were provided with 
report forms to allow regular feedback between listeners and broadcasters; ques- 
tions raised on the forms were answered by experts on the air or in writing, and 
a pamphlet containing some of these questions and answers will be published 
for the benefit of literate farmers and the local literacy officers. The form also 
provided evaluation data useful in expanding the pr0gramrne.l 

In some programmes, publications other than ordinary teaching materials are 
co-ordinated with radio and television teaching. Radio Sutatenza produces a 
widely circulated magazine, El Campesino. In Cameroon literacy students 
receive a fortnightly magazine illustrated with strip pictures from stories used 
in broadcasts and containing simple exercises. In Algeria texts of television 
lessons are published each day in the main national Arab-language newspaper. 
Paraguay reports an intensive experimental television literacy programme from 
January to April 1971 which was co-ordinated with the newspaper La Tribune. 
The Popular Radio Schools of Ecuador, which off er bilingual literacy instruction 

usually get better results than those who do not. See: J. I. Reyes, ‘Literacy in Mexico’, 
Literacy Discussion, Vol. II, No. 1, winter 1971, p. 45-53. Of course, such results may be due 
to the Hawthorne effect, but this is exactly the point: in some situations radio and television 
can be novel attention-getting devices, and this quality can be exploited by literacy programmes. 

1. Natesh, op. cit., p. 407. 
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in Spanish and Quechua, publish a bilingual monthly newspaper, Jatari Cam- 
pesino, providing information to the rural population of fifteen provinces. In 
Yugoslavia the Belgrade daily paper Politika devotes a page to the literacy 
campaign every Saturday, giving programme content and instructions to teachers 
as well as reporting on people participating in the campaign. In addition to 
strengthening literacy campaigns, such press coverage, like programmes on 
radio and television, also serves to awaken the general public to problems of 
illiteracy. 
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8 Retaining, using and building on literacy 

Increasing evidence in recent years of relapses into illiteracy on the part of 
former participants in adult literacy classes as well as school-leavers has 
emphasized the need for so-called ‘post-literacy’ activities for adults. At the same 
time, new ideas about the role adult literacy plays in social and economic 
development are also effecting changes in thinking about the kind of post- 
literacy activities the newly literate adult requires. 
It is obvious, but nevertheless bears repeating, that adults who have acquired 

literacy and other skills must practise these skills unless they are to lose them 
very soon. This means, for example, that if new literates are going to remain 
able to read they need a supply of suitable printed materials which they are 
motivated to read. If, as in some functional literacy programmes, they have 
acquired certain work-oriented skills and knowledge they must have an op- 
portunity to apply and develop these skills and this knowledge on the job. 
Thus, a man who has learned to compute fertilizer applications per square acre 
of land needs both the fertilizer and the land to practise on if this particular 
skill is to remain in his possession. 
As we have seen, however, more and more governments and organizations 

are persuaded that adult literacy, while crucial, is only one step in a process of 
continuing economic and social development. Few persons designing or running 
functional literacy programmes will argue that these in themselves constitute 
sufficient training in new methods and techniques or a satisfactory exposure to 
the attitudes and outlook required to contribute to a modernizing society. In 
addition to an opportunity to practise what they have learned, new literates, it 
is felt, should have open to them opportunities for further formal and informal 
education. 
Thus, post-literacy work has two aspects: encouraging the retention and 

reinforcement of literacy and other skills and knowledge learned in literacy 
programmes, and making possible continuing acquisition of new knowledge, 
skills and understanding so as to allow full use of the development potential 
the new literate has gained through becoming literate. 
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MATERIALS FOR USING LITERACY SKILLS 

Even in countries saturated with printed matter, some school-leavers relapse 
into illiteracy because they fail to exercise their literacy ski1ls.l One important 
task is producing and distributing acceptable reading materials, but another is 
getting people to read them. 
Nevertheless, production and distribution are already half the battle, and 

here replies from the 1969-71 questionnaire and other sources indicate advances 
in these areas during the last three years. The main problem, stated over and 
over, is lack of financial resources: for editing and printing facilities, for paper, 
for distribution systems reaching isolated areas. 

Periodicals and newspapers 

Several countries report publication of periodicals or newspapers especially 
designed for new literates. Ethiopia produces a monthly newspaper edited by 
the Ministry of Education and Fine Arts and the pilot project. It discusses 
current events, practical information and cultural topics in simple sentences, 
using a selected vocabulary, and printed in bold type. Guatemala reports 
periodicals for new literates and Iran reports a weekly paper. Jamaica produces 
two periodicals: one is Jamaica News, issued in collaboration with the Jamaica 
Information Service, which covers current government news in language simpli- 
fied by the Literacy Sector of the Social Development Commission. The other, 
News for All, is published solely by the Literacy Sector and presents news of 
literacy class and village activities, crossword puzzles, and feature articles. In 
addition, periodicals containing hymns and simple stories for new literates are 
issued annually at Easter and Christmas. Liberia produces a magazine, New Day, 
for new literates, and Malaysia issues a monthly publication giving information 
and publicity on development programmes. The Niger reports publication of 
several monthly newspapers edited regionally in local languages. Spain’s special 
magazine for new literates, Alba, is produced in editions of 150,000 to 300,000 
and distributed free. Thailand produces a bi-weekly one-page newspaper for 
adults in literacy programmes. Tunisia issues 25,000 copies each month of a 
newspaper written in a style and print suitable for new readers. The pilot project 
of the Experimental World Literacy Programme in Tanzania publishes four 
rural monthly newspapers in Swahili. These are edited within each district and 
reproduced in editions of 3,000 each; typewritten print is used except for a last 
page, printed by hand in larger letters for adults still in literacy classes. The 
Literacy Service of the People’s Republic of the Congo issues a mimeographed 
newspaper, Fzingula Miso (Open your eyes), every two months in editions of 
8,000. Literacy House in Lucknow (India) produces a monthly family magazine 
in Hindi, Ujaia, for newly literate farmers and workers. 
A second device is to devote part of a regular newspaper or periodical to 

features for new literates. Arab-language newspapers in Tunisia publish daily 

1. See the discussion of functional illiteracy in developed countries in Chapter 1. According to a 
study made by the Syndicat National des Éditeurs in Frdnce and quoted in Le Monde, 
3 December 1970, over half the people living in France rarely, if ever, open a book. 
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literacy lessons and occasional articles for new readers. The Tanzanian Swahili- 
language national daily prints one page a week in large type edited in simple 
language for new literates. In Zambia special sheets for new literates are 
inserted into vernacular newspapers. Venezuela’s periodical Mar de Cosus 
contains a special supplement in simple language for new readers. 
Wall newspaper are another form of timely reading material. They can be 

produced locally, sometimes even by hand, at little cost. Ecuador and Venezuela 
mention using wall newspapers as reading material for new literates. 

Other reading materials 

As for books, pamphlets, brochures and other forms of non-periodical reading 
matter for newly literate adults, replies to the questionnaire indicate that 
availability varies widely. Some Member States report a complete absence of 
specialized reading material for this group, while in a few countries follow-up 
literature consists of graded textbooks prepared for adult basic education classes 
attended after literacy instruction. Other countries answering the questionnaire 
report that a variety of materials are produced which, in language complexity 
and subject-matter, suit the needs of new literates. Ecuador reports a system 
through which readers and teachers or supervisors evaluate the usefulness of 
such materials, with the findings being used to determine characteristics of future 
publications. 
Most true follow-up literature (that is, literature carefully graded to match the 

new literate’s still shaky grasp of reading skills as well as printed in very 
readable type) is produced by national literacy services or organizations speci- 
alized in this work. Literacy House, for example, has published some 127 
books and 60 pamphlets for new readers. Sometimes material already in print 
is reissued in a simpler form for new literates; in Jamaica, for example, the 
Literacy Sector has simplified informational pamphlets put out by other govern- 
mental departments and agencies. 
Literacy House also trains writers from different language regions in India 

to compose books that present practical content in simple language. Many 
writers’ workshops on reading materials for new literates have been held at the 
regional and national levels in various parts of the world in recent years. 
Indonesia, for example, has organized a number of such workshops to train 
participants in gathering data on new literates, writing simple manuscripts and 
testing them in the villages; an important by-product is production of new 
manuscripts.I 

1. Soenarjono Danoewidjojo, ‘Post-literacy Activity in Indonesia’, Bulletin of the Unesco 
Regional Oficefor Education in Asia, Vol. V, No. 2, March 1971. This article also explains that 
following a literacy campaign village communities are required to put up signs naming every 
street and public place, hang signs on each house giving the name of the household’s head and 
maintain a bulletin board in every neighbourhood on which news about local events is dis- 
played. Orders and announcements from the village headman are to be made in writing, and 
the village hall and neighbourhood council meeting-places should have posters and other 
printed matter displayed on the walls. The idea is to ‘enhance the reading-mindedness of the 
newly literate adults’. 
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Another way to generate reading material for new literates is through contests 
for manuscripts. In 1970 Tanzania opened such a contest, with prize and 
publication money provided by the Danish National Commission for Unesco; 
the response was enthusiastic and several publishable manuscripts resulted. In 
Rwanda in 1971 the Catholic charity Caritas organized a contest for inanuscripts 
written in Kinyarwanda for people newly literate in this language; the most 
suitable of those received will be published for sale at modest prices. 

In some cases reading material is sold, in others it is distributed free, and in 
still others it is uvailable through libraries. Burma among other countries has 
set up village libraries as part of follow-up activities in the national campaign. 
The Experimental World Literacy Programme’s pilot projects in Ethiopia and 
Tanzania have established libraries for new readers in their areas of operation. 
Literacy House runs a service to bring books to village people through such 
devices as bicycle libraries, and so on. Indonesia has set up ‘intermediate’ 
libraries in villages and hamlets where suitable booklets and scripts are provided 
free to new literates; these are expected to serve as a bridge to larger public 
libraries at sub-district and regency levels. Tunisia reports that there are libraries 
for new literates in many of the national literacy centres and Thailand reports 
that books for new literates are available in school and public libraries. Libraries 
are part of the equipment of the mobile vans used in Venezuela as described 
earlier; in the farmers’ training and functional literacy project in India, six 
mobile vans provide book-lending services as well as facilities for film and slide 
projectors and outdoor projection equipment. 
Providing libraries is not always enough, especially in a rural environment 

where printed matter has been non-existent or the property of a privileged few 
and exchacge of ideas takes place in a social context. While the literate adult 
can feel he is ‘exchanging’ ideas when reading a book in isolation, illiterates and 
new literates often associate exposure to new ideas and arguments with group 
participation. These people must have evidence that the hard work of reading 
through a book or pamphlet or brochure on one’s own is worth the effort. The 
pilot project in Tanzania began an experiment in 1971 to provide this evidence. 
The project formed several experimental discussion groups guided by trained 
discussion leaders; the groups used printed materials as a basis for discussion of 
topics of interest to rural adults and the discussion leaders referred members to 
further materials on the same subject as interest grew. The project’s library 
specialist feels that such discussion groups can help lead adults from reliance 
on an oral culture to the realization that books too can be made to ‘talk‘. 
Other transitions from oral to written sources of information are planned in this 
project: for example, radio broadcasts built on the farm-forum model during 
which the broadcaster refers to the printed material on the topic discussed and 
tells listeners where to obtain it. Indonesia has also used post-literacy reading 
and discussion groups in areas with a tradition of holding occasional meetings 
for reciting scriptures and epic poems; the group leader reads from a book, 
magazine or news-sheet on a subject related to community development, then 
leads a discussion on community problems which sometimes results in action 
decisions. 
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Materials to Promote Retention of other skills 

Providing materials to promote retention of writing and computation skills is 
even more difficult than producing follow-up reading materials. The new literate 
may exercise these skills himself, especially if he acquired them for a specifk 
purpose such as writing letters or ensuring he is not cheated when he sells or 
purchases goods. But structured materials are also required to motivate and 
guide him. Some of the pilot projects of the Experimental World Literacy Pro- 
gramme have devised such materials; for example, in rural Mali former literacy- 
class participants in the pilot project receive small notebooks in which to record 
various data important in their farming work. 

The above are only a few examples of current activities designed to motivate 
newly literate adults to practise their skills and supply them with the means of 
doing so. Since providing post-literacy materials helps strengthen literacy skills 
in school-going children and school-leavers as well as in unschooled adults 
emerging from literacy classes, it is unfortunate that organisms responsible for 
this doubly valuable task usually work with grossly insufficient funds. 

OPPORTUNITIES FOR CONTINUING EDUCATION 

Replies to the 1969-71 questionnaire indicate that in a number of countries 
newly literate adults have opportunities to continue their education. These fall 
roughly into two categories: night classes largely patterned after the school 
curriculum and vocational training courses. 
Night classes for adults of the traditional kind, even if adapted to adults’ 

interests, usually provide a ‘second chance’ at education received by and designed 
for children. The teaching programme is often divided into ‘primary’ and 
‘secondary’ levels, and adults are expected to work towards a school-equivalency 
certificate. In some countries these classes function only in urban areas; they are 
sometimes offered by profit-making institutions at considerable cost to students. 
In other countries a tremendous effort has been made to bring this second- 
chance form of education into rural areas as well. Although there is general 
agreement that school education itself needs reform and that educational pro- 
grammes and standards designed for children are unsuited to adults, the fact 
remains that, in many countries, school-equivalency certificates not only provide 
a certain prestige but are absolute requirements for many kinds of employment. 
The school certificate may allow a new literate to obtain a job (unless, as 

happens so often, it merely allows him to join the ranks of the ‘qualified’ un- 
employed), but it does not necessarily prepare him to perform it any better. For 
this he needs vocational training. A number of countries answering the 1969-71 
questionnaire report that such training, more or less correlated with manpower 
needs and job opportunities, is available to new literates. As mentioned in 
Chapter 2, many vocational training programmes require literacy for entrance; 
Hungary states directly: ‘Literacy opens up possibilities of vocational training 
for the worker.’ 
Now that functional literacy programmes are becoming more widespread, 

the question arises whether these programmes should not lead into a kind of 
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post-literacy training which would also be functional in concept and design. Thus, 
if adults are provided with literacy education based on specific social, economic 
and vocational learning requirements, should they not also have the possibility of 
further education just as closely derived from their most pressing educational 
needs, an education that does away with reference to traditional school systems 
and takes a wider view of post-literacy activities than that of simply striving to 
retain skills? 
Only a scattering of countries answering the 1969-71 questionnaire hint at 

the possibility of integrating functional literacy programmes into a form of 
continuing, and continuingly functional, education for adults, without set 
horizons. Chile, for example, states that ‘consideration is being given to the 
possibility of implementing a Study and Labour Training Programme with a 
double purpose: to allow for the development of socio-political awareness geared 
to the interests of the worker, and to promote improvement of manpower within 
a continuing integrated process’, adding that in urban areas programmes to link 
post-literacy (basic) education and professional training are now being developed. 

Senegal reports: ‘Literacy as now conceived should prepare participants for 
vocational training. For such training to be possible, workers must have a 
certain level of knowledge which will vary according to the sector concerned. 
Literacy therefore represents a pre-vocational training, the programme for which 
is established with those responsible for the relevant sector. Thus, the pre- 
liminary survey under way in the West African Water and Electricity Company 
will try to determine what the workers should know in order to take full 
advantage of the vocational training, opportunities which will constitute the next 
stage in their preparation.’ 
The Niger reports that some 90 to 100 new literates in public and private en- 

terprises are continuing technical and professional training following a functional 
approach, while in rural areas some 1,508 to 2,000 adults made literate in 
national languages ‘take part in training seminars on village co-operation for 
pharmacists; managers; weighing specialists; watchmen; chairmen, secretaries 
and representatives of co-operatives; seed-stocking staff: literacy instructors, 
etc. . . . Within two years this activity will have involved 60,000 co-operative 
members .’ 
Some functional post-literacy education for adults can be informal and self- 

directed, since new literates will hopefully have been made aware of sources of 
information and technical help (libraries, radio forums, agricultural extension 
and health-care services); some can be organized-for example, courses to 
introduce farmers in a given area to a new technique or process, professional and 
technical up-grading programmes within industries. Ideally some functional post- 
literacy education would be demanded by adults who themselves come to realize 
that they need further knowledge and skills in order to move forward, and take 
the initiative in defining these needs and organizing to ensure that they are met. 

PROVIDING A LITERATE ENVIRONMENT 

This chapter is limited to reporting and commenting on organized schemes to 
promote the retention and development of abilities acquired in literacy classes. 
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Such schemes are absolutely necessary, but in many cases they are not enough. 
More and more evidence seems to point to the fact that what may really account 
in large part for retention or loss of these abilities is the presence‘ or absence of 
something termed ‘a literate environment’. A literate environment is one that 
not only offers the new literate opportunities to develop what he has already 
acquired, but also a social and psychological climate conducive to his doing so. 
It is an environment in which literacy is useful and everyone naturally wishes to 
attain literacy skills. 
If this description of the literate environment sounds vague, that is because 

the concept is still vague. However, specialists interested in problems of retention 
are making an increasing effort to define a literate environment, determine how 
it can be created and learn what factors in it promote the retention and develop- 
ment of literacy in adults. This study is inspired by the premise that true 
democratization of education is not possible until both the educational opportun- 
ities and the environment promote the continuing education of adults. 
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9 Supporting adult literacy work 

This chapter describes some of the continually increasing efforts aimed at in- 
forming people about adult illiteracy and gaining support for literacy work 
during the period 1969-71. It then examines the means allocated to carrying 
out this work during the period under review and prospects for financial alloca- 
tions to adult literacy in the coming years. 

ALERTING PUBLIC OPINION 

Most countries answering the 1969-7 1 literacy questionnaire describe efforts 
to inform the public about the problem of adult illiteracy at home or abroad 
and about actions aimed at attacking this problem. From these replies it is 
clear that there are several groups needing information, for different reasons: 
for example, public officials and other influential persons, who might be able 
to determine policy for and allocate funds to literacy; the literate public, who 
can volunteer services and contribute funds; illiterates, who may not be aware of 
the need for and availability of adult literacy instruction. 
Several countries mention the role of co-ordinating committees in alerting 

the public. These committees, by their very composition, can pull into the literacy 
effort representatives of industry, voluntary agencies, workers, the educational 
establishment and other bodies who can then influence the group they represent 
to take action. Further, the committees themselves can actively promote such 
efforts with both officials and the public. 
Some Member States (Mali and Senegal are examples) report that anti- 

illiteracy committees are formed not only at national and regional levels but also 
within individual public and private enterprises. At this level such committees 
can count among their members representatives of the potential participants in 
literacy programmes; they seem an excellent device for awakening interest and 
spreading information. 
Meetings that bring together people concerned with education and develop- 

ment to exchange ideas and develop policies are an important means of creating 
awareness among influential groups. Examples of such gatherings are the Round 
Table of Bankers, Economists and Financiers on Literacy held in Rome in 
1969, the European Round Table on Integration of Literacy Programmes in 
Economic Development Projects held in Turin in 1970, and the World Trade 
Union Conference on Functional Literacy held in Cyprus in 1970. 
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Specialized organizations such as labour unions, women’s and youth groups, 
and religious organizations can inform both their own membership and the 
public in general about adult literacy eff0rts.l In countries where literacy is not 
a great problem these groups can alert people to illiteracy elsewhere in the 
world and raise money for programmes. A n  example is the information and 
fund-raising campaign carried out by secondary-school students in Denmark 
and Norway; the sum they raised is now supporting an Experimental World 
Literacy Programme pilot project in Zambia. 
A device through which private and voluntary organizations can inform the 

public about literacy programmes and raise funds for literacy work in other 
countries is the Unesco Gift Coupon Programme. Through this programme 
people in one country buy units in an international currency which are then 
used to send equipment and supplies to Unesco-approved projects covered by 
the scheme in other countries. To give an example of how this works, the Inter- 
national Council of Women sells book-plates to raise money for Unesco Gift 
Coupons destined for literacy projects in Cameroon, Colombia, Lebanon, 
Mexico, Nepal, Nigeria, Peru and Uganda. The book-plate states: ‘The pur- 
chase of this book-plate . . . has helped a woman and her family, somewhere in 
the world, to learn to read and write.’ 
The personal support of an influential figure can give special meaning to 

adult literacy campaigns. His Holiness Pope Paul VI has often expressed his 
lively interest in and support for the advancement of literacy efforts around the 
world. In Iran, the Shah and his family make a personal contribution to the 
literacy campaign. In Liberia, the President includes a statement in each Annual 
Message encouraging the population to participate in literacy activities. The 
President of Tanzania has devoted all his Annual Messages for 1970 and 1971 
to the importance of adult education to the nation, with special emphasis on 
literacy; for 1971 he designated several special areas of the country to be freed 
from illiteracy by the end of the year, in time for the nation’s celebration of ten 
years of independence. In the United States the President’s Right To Read 
programme is designed to alert Americans to the seriousness of inadequate 
literacy among adults. 
As far as reaching potential literacy-class participants is concerned, the means 

used depend on the attitude of illiterates, the country’s economic and demogra- 
phic characteristics and the resources available. 
Israel, with a relatively dense population and a small minority of illiterates, 

reports that although mass media are used, ‘the main achievements are gained 
through the individual approach to potential learners, in their homes or in 
their place of work’. The Dominican Republic reports a similar use of home 
visits by members of voluntary organizations. Films, filmstrips and travelling 
exhibitions are often cited as motivational tools ; several countries mention the 
use of mobile vans equipped with these media which travel to outlying villages. 

1. The double-edged action of such groups is indicated in the response of the World Federation 
of Trade Unions: ‘. . . the role of unions in respect of literacy [partly consists] of making the 
working population aware of the literacy question and of putting pressure on the authorities 
to induce them to play their role . . .’ 
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Where television is available to illiterates (primarily in the more developed 
countries) it should make a good motivational and informational tool; elsewhere 
it can awaken the more educated, wealthier segments of the population to the 
problem of illiteracy and suggest how they can help. Radio seems an even more 
promising medium for motivating illiterates and providing information on where 
to find literacy instruction. According to the report on radio, television and 
literacy previously cited, however, these media are not being used to full 
advantage. The study states: ‘One important use of both media which a number 
of correspondents mention tends to be underemphasized. This is their use in 
promotional campaigns to create favourable climates for literacy programmes.’’ 
The report does, however, cite effective promotional campaigns using both 
media in Algeria, Burma, Kenya and Tunisia, and describes one particularly 
impressive case of the use of television : ‘How television can help publicize 
literacy campaigns is strikingly illustrated by the following observations from 
the Yugoslav reply to the questionnaire: “Television has given a new impetus to 
literacy work already going on. Thanks to the literacy type of programme shown 
on TV, the problem of literacy was brought home to the public in all its 
sharpness. It may be said that illiterates and the difficulties they face became a 
topic of general conversation and were taken up on radio and in the press and 
at meetings of the Republic A~sembly”.’~ 
Another generalized promotional technique mentioned in questionnaire replies 

is publicizing achievements in literacy. In the national campaigns of Burma, 
villages having become ‘free from illiteracy’ were made the scene of celebrations 
attended by important officiais. The dedication of an adult literacy centre or a 
village library for new literates is another occasion to publicize literacy activities 
and stress the need for further action; mass media can contribute by giving 
wide coverage to such events. 
Contests are still another means of promoting literacy work among the public. 

In connexion with a vocational literacy programme launched in 1970, the 
Ministry of Education of Iraq held a competition with cash prizes for designs of 
a gold medal for special literacy efforts, and for the best story and the best song 
promoting the literacy drive. 
International attention is drawn to adult literacy activities and the need to 

combat adult illiteracy by two annual events: the awarding of internationally 
sponsored prizes for literacy, and the celebration of International Literacy Day. 
Since 1967 the Mohammad Reza Pahlavi Prize (worth U.S.$5,000), offered 

by H.I.M. the Shahinshah of Iran, has been awarded each year to an institution 
or individual having made particularly effective contributions towards spreading 
literacy. During the period under review, the Government of the Union of Soviet 
Socialist Republics created, in 1970, a second annual international prize for 
literacy, the Nadezhda K. Krupskaya Prize (worth 5,000 roubles). 
Winners and honourable mentions for both prizes are chosen by an inter- 

national jury and the prizes are awarded on International Literacy Day. Re- 
cipients for 1969, 1970 and 1971 are listed in Appendix v. 

1. Radio and Television in Literacy, op. cit., p. 16. 
2. ibid. 
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Each year, International Literacy Day, celebrated on 8 September, receives 
more and more attention in both the developing and the developed countries. 
During the period under review there has been a marked trend to complement 
speeches, messages, meetings and parades with the initiation of important action 
programmes: opening of new literacy classes, organization of training courses 
or seminars for literacy workers, inauguration of literacy centres and libraries for 
new literates. On a broader scale, International Literacy Day has also been 
celebrated through the proclamation of new laws governing literacy and adult 
education, expansion of financial commitments to literacy programmes and the 
organization of fund-raising campaigns. Finally, a number of important publica- 
tions and special issues of periodicals appeared on this day in 1969, 1970 and 
1971. 
International Education Year (1970) was marked by some countries and 

organizations by activities specifically related to adult literacy. Tanzania, for 
example, proclaimed 1970 adult education year, while Paraguay chose to call 
it literacy year. Burma linked celebration of International Education Year with 
the extension of her literacy campaign from a pilot district to two more districts; 
several other countries chose the initiztion or extension of literacy programmes 
as their contribution to the Year. Elsewhere seminars or workshops on literacy 
were held and funds and equipment were donated to literacy programmes within 
the context of the Year. Similarly, towards the end of the 1969-71 period, plans 
were being made for connecting the celebration of International Book Year 
(1 972) with literacy efforts, especially programmes for producing and distributing 
reading materials for new literates. 

THE MEANS 

What information is available on financial commitments to adult literacy indicates 
a large discrepancy between intentions stated by governments and other agencies, 
promotional efforts to create concern about the problem of illiteracy and the 
financial means actually allocated to attacking illiteracy through adult literacy 
education. 

Public expenditure 

National governments-sometimes aided by state or municipal authorities-bear 
the major financial burden for all public education, including adult literacy. 
In developing countries, where illiteracy poses the greatest problems, ex- 

penditure on education has grown rapidly in the last two decades, especially in 
the 1960s. For fifty-four developing countries in all regions in 1968, the last 
year for which data are available, the ratio of GNP spent on education was 
3.91 per cent, against 2.73 per cent eight years earlier. (Figures for thirty-one 
developed countries in 1968 are 4.80 and 3.52 respectively.)l 
On average, developing countries spend about the same percentage of the 

total budget on education as developed countries. (This percentage is particularly 
high in Africa, where the average expenditure for thirty-six developing countries 

1. Unesco Statistical Office. 
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and territories in 1965 amounted to 16.5 per cent of total budgets, against a world 
average of 15.5 per cent for that year.l The absolute amount spent by developing 
countries on education, however, is much less than that spent by developed 
countries. As stated in the Introduction earlier, total world-wide expenditure on 
education reached U.S.$132,000 million in 1968, but $120,000 million of these 
were accounted for by developed countries. Thus, in areas where illiteracy is 
highest, the absolute amount spent on education as a whole is lowest. 

It is difficult to discover what part of this growing public expenditure on 
education goes to adult literacy. Data on public expenditures for literacy alone 
are very rare, and even figures for adult education as a whole are difficult to 
obtain. Further, these data are not easily comparable internationally; in some 
nations, especially the developed ones, adult education includes academic and 
vocational instructicn at the secondary, university and even post-graduate 
levels, while in others it involves mainly adult literacy and other courses for 
persons with little or no formal education. In some cases figures given for adult 
education cover only money allocated to the ministry of education, although 
funds are spent for adult literacy by other ministries-for example, those of 
agricultural and ccimmunity development, national defence (literacy programmes 
for soldiers), the interior or of justice (programmes for prison inmates or police 
recruits). 
Nevertheless, it is worth looking at the data for forty-four Member States of 

Unesco which have recently supplied reliable figures on the percentage of total 
public expenditure on education being allocated to adult education and literacy 
programmes. These forty-four include both developed and developing countries 
(though of the five countries spending over 3 per cent of the budget on adult 
education and literacy only two are developing nations). Of these forty-four 
countries, twenty-three spend less than 1 per cent of the total education budget 
on adult education and literacy, ten spend between 1 and 2 per cent, six spend 
between 2 and 3 per cent and onIy five spend more than 3 per cent. 
The figures speak for themselves: in three-quarters of the countries covered, 

less than 1 pcr cent of the public funds allocated to education go to adult educa- 
tion (of which adult literacy is, in most cases, only a part). As a review of adult 
literacy activities during the period 1969-70 in Latin America comments: ‘The 
limited nature of the financial resources available for literacy in the countries of 
this region is evident.’2 
The 1969-71 literacy questionnaire asked Unesco Member States if their 

public expenditure on adult literacy had increased or decreased during the 
period under review. Nations stating that illiteracy has presented little or no 
problem for some time did not answer this question, while some of the other 
respondents had no precise figures available. Of the twenty-three nations that 
did supply data,3 fifteen noted an increase, four said that expenditure on literacy 

1. Aid to Education in Less Developed Countries, op. cit. 
2. Second CREFAL Seminar on Functional Literacy in Latin America, Lima, Peru, March 1970, 

Final Report, p. 52. 
3. Argentina, Burma, Cyprus, the Dominican Republic, Ecuador, Ethiopia, Guatemala, Jamaica, 

Jordan, Kuwait, Malaysia, Mali, Mexico, the Niger, Paraguay, Peru, Saudi Arabia, Spain, 
Thailand, Tunisia, Turkey, Venezuela and Zambia. 
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remained about the same or varied frcm year to year, and four noted a decline 
due to a decrease in the number of illiterates. Venezuela commented that the 
trend was to reduce spending on literacy proper while increasing funds directed 
at programmes for new literates. 
A look at the financial situation of one nation with a high illiteracy-rate may 

illustrate the problem of financing literacy activities more clearly. Speaking at 
the National Seminar on Adult Education at Bangalore (India) in September 
1970, V.K.R.V. Rao, then Minister of Education and Youth Services of 
India, advocated an emergency national programme to reduce the number of 
illiterates in the age group 15-25 from 150 million to 50 million by 1981. 
Assuming an average cost of 30 rupees per person, India would need to spend 
some 3,000 million rupees to make 100 million young people literate over the 
next ten years. But, Dr Rao pointed out, actual provision for literacy in the 
fourth Five-Year Plan (1969-74) is 100 million rupees. The only hope of achiev- 
ing such a goal would lie in the massive use of voluntary funds and manp0wer.l 

Financing from private sources 

To what extent is such non-official support forthcoming? Only scanty informa- 
tion is available from Member States on financing of literacy instruction for 
adults from saurces within the country other than the national or regional 
governments. 
One source of supplemental funds would seem to be the community itself; 

several countries mention that local communities raise money to furnish and 
maintain literacy centres or, as in Zambia, to pay teachers and purchase reading 
materials. 
Another source is private business; Chapter 2 describes some examples of 

literacy programmes for workers provided by private enterprise. Sometimes the 
costs of such programmes are shared between the enterprise and the government: 
Tunisia notes that certain large enterprises cover from 20 to 100 per cent of 
the cost of government-sponsored literacy programmes, while Greece reports 
that private organizations are subsidized by the State for up to 75 per cent of 
the expenses of literacy programmes they themselves run. 
A third source of private funds, probably the largest but the most difficult 

to quantify, consists of non-governmental agencies such as unions, voluntary 
organizations and religious  group^.^ Some of these groups draw on funds from 
abroad-from international organizations to which they belong or from sym- 
pathetic groups in developed countries. Some receive subsidies from the national 
government: an example is the Amicale pour l’Enseignement des Étrangers, an 

1. Reported in Literacy Today, No. 4, November 1970. 
2. A study of literacy activities in Kenya in 1969 showed that nearly 70 per cent of adult literacy 

students were enrolled in classes run by voluntary agencies or self-help groups (groups orga- 
nized locally or by the national women’s organization). Some nineteen voluntary agencies, 
most of them religious organizations, were running classes. In addition, four industrial firms 
were running a total of ten classes.-Bengt Linne, ‘Survey on Adult Literacy Work in Kenya’, 
May 1969 (mimeo.) A résumé of this study appears in Literacy Discussion, Vol. II, No. 1, 
winter 1971, p. 38-43. 
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independent organization subsidized by the French Government which conducts 
literacy classes for immigrant workers in France. In the view of at least one 
non-governmental organization answering the questionnaire, Associated Country 
Women of the World, the efforts of such sources are most effective when they 
operate within a framework of national policy. 
The report on literacy in Latin American countries cited above says that 

the financial contribution of private bodies such as unions and enterprises seems 
to be increasing within that area. Most of the countries replying to the question- 
naire, however, state that the value in financial terms of non-public efforts to 
promote literacy, important as these may be, is impossible to determine. 

Official and non-official bilateral aid and literacy 

A study recently issued by OECDl estimates that official bilateral aid for educa- 
tion given by the sixteen members of that organization’s Development Assistance 
Committee2 to developing countries totalled over U.S.$700 million in 1968, the 
most recent year for which figures were available. Aid to education accounted for 
about 10 per cent of the total official bilateral flow of resources to developing 
nations, and about 40 per cent of official bilateral technical assistance, from these 
sixteen countries. Many other economically developed nations that are not 
members of this organization devote a comparable share of their official bilateral 
aid to education. 
H o w  much of this aid goes to literacy programmes for adults is very difficult 

to determine. The OECD report makes little mention of literacy education (or 
even adult education) in describing forms of aid to education, although some 
of the areas of bilateral aid cited by the Development Assistance Committee 
members-for exampIe, training at home and abroad of educational specialists, 
promotion of vocational and agricultural education, education research, provi- 
sion of educational equipment and materials-may contribute to literacy pro- 
grammes. 
Replies to the 1969-71 literacy questionnaire indicate that bilateral aid to 

literacy falls into three main categories, as follows : 
Opportunities for specialized study ut institutions abroad or through study 

tours. For example, Israel offers training in literacy work at the Mount Carmel 
International Training Centre for Community Service in Haifa; France organizes 
meetings of experts, seminars and study tours; Mexico offers fellowships to 
citizens of other countries for study at CREFAL; Spain covers the travel and 
study expenses of Latin Americans who study adult literacy methods in Spain. 

Technical aid in the form of experts. Spain sends experts to Latin America to 
help with literacy efforts there. France reports providing fourteen experts to 
French-speaking countries in Africa and Madagascar in 197 1. Venezuela has 
sent literacy experts to the Dominican Republic and Paraguay. 

Supply of needed materials. Burma considers the gifts from several countries 
of pressure lamps, torches and batteries for night classes as well as copy books 
1. Aid to Education in Less Developed Countries, op. cit. 
2. Australia, Austria, Belgium, Canada, Denmark, France, Federal Republic of Germany, Italy. 

Japan, Netherlands, Norway, Portugal, Sweden, Switzerland, United Kingdom, United States, 
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to be an important factor in the success of her current literacy campaign. Kuwait 
supplies teaching materials to several Arab countries. Spain provides teaching 
materials and equipements to Latin America, and Venezuela has supplied many 
copies of the primer used in her national literacy programme to Bolivia, the 
Dominican Republic, Honduras, Nicaragua, Panama and Paraguay. 

The OECD report cited above suggests that total bilateral aid to education 
from the members of the OECD Development Assistance Committee may 
amount to around U.S.$l,OOO million a year when the contributions of private 
non-profit organizations such as foundations, churches and private business 
firms with interests abroad are counted in. However, as mentioned above, these 
private contributions are impossible to quantify. 

Financial aid from international sources 

The major part of the funds spent by international agencies on literacy efforts 
do not cover operating expenses but go instead for technical assistance-expert 
help in the design and operation of literacy projects and training of national 
experts-as Weil as for supporting activities such as exchange of information 
on literacy, publications and dissemintion of documents, and so on. For this 
reason financial data on this contribution are not really comparable to figures 
above for national expenditures, since the latter mainly cover operating costs. 
None the less, as can be seen from the example shown in Table 7, the place 
literacy occupies in the total programme of international agencies concerned 
with education and development is significant. 
To these funds available to Unesco should be added an important source of 

financial aid for literacy: funds in trust given to functional literacy projects 

TABLE 7. Financial commitments to literacy (in U.S. dollars) of Unesco and UNDP 
(administered by Unesco) 

Year 1969 1970 19711 

Unesco’s financial commitment 

Total Unesco budget 37 536 392 39 323 812 44 949 280 
Total budget for education 8 468 325 8 710 305 10 104 630 
Total budget for literacy 760 649 778 976 941 718 

UNDP’s financial commitment 
Total UNDP budget allocated 

Total of these UNDP funds al- 

Total of UNDP funds for edu- 

to Unesco 27 575 119 31 593 149 34 711 O00 

located to education sector 11 734 367 15 238 131 16 374 350 

cation allocated to literacy 2 289 038 3 076 972 2 340 500 

1. Estimations. 
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within the Experimental World Literacy Programme, to be administered by 
Unesco. As of the the latter part of 1971 funds in trust had been received from 
three sources already mentioned above: SIDA for a functional literacy project in 
Kenya; FOPOTEC, for a project in the Niger; and the Secondary Schools 
Students Association of Denmark and Norway, for a project in Zambia. 

AID FOR EXPANDING LITERACY PROGRAMMES 

Asked to name factors holding back the spread of literacy and preventing the 
success of existing programmes, most Member States replying placed at the top 
of the list inadequate financial resources. Why should this be? 
Perhaps one reason is that while school education is universally accepted as 

a necessity, adult literacy education still has to ‘prove’ the contribution it can 
make. As the report on literacy activities in Latin America referred to above 
suggests: ‘It is probable that one of the essential problems hampering the alloca- 
tion of funds to literacy is the lack of integration of adequate systems of evalua- 
tion research, on the one hand, and evaluation of general expenses, on the other. 
In the majority of countries, budgetary practices do not permit application of 
special budgetary systems to specific programmes.’ 
Unfortunately, ‘proving’ the contribution of adult literacy requires diverting 

some of the terribly scarce resources budgeted for adult literacy activities to 
serious research and evaluation. Although this is exceedingly dinicult in an area 
where the need for immediate action is so evidcnt and so pressing, it would 
seem to be a matter for top priority Here the Experimental World Literacy 
Programme is already at work, and the results of evaluation expected in the 
coming years should mark a new stage in our knowledge about how functional 
literacy works, how much it costs and what results it can bring about. 
One thing is certain: no increase in funds capable of matching the need for 

adult literacy programmes can come from the budgets of most developing 
countries. These nations are already strained to the limit of their financial 
possibilities in responding to current necessities, and the most that can be hoped 
for is a readjustment in educational priorities so as to give greater emphasis to 
adult literacy, 
Bilateral aid to adult literacy from the more developed countries could and 

should increase. Ideally, every development programme financed from bilateral 
sources should have a functional literacy component. 
Unesco will certainly continue to concentrate on technical assistance to 

literacy. But the amount of funds it can devote will depend on its operating 
budgets and the priorities set for these budgets, which in turn depend on the 
allocations made and the wishes expressed by Member States. The granting of 
funds in trust by governmental and private agencies for administration by Unesco, 
as described above, is a very promising trend, and hopefully it will grow as the 
actions and results of the Experimental World Literacy Programme are evaluated 
and made known throughout the world. 
Even taken together, however, these sources will not suffice to meet the 

need-and the potential. For the paradox is that just as functional literacy for 
adults is revealing itself as an efficient tool both for t h ~  eradication of illiteracy 

99 



Supporting adult literacy work 

among large numbers of adults and the stimulation and promotion of economic 
development, the means available to apply this approach in the near future are, 
by all accounts, insufficient. 
Thus, new sources of financing are required. The most logical of these are 

international agencies arid funds aimed at promoting development. 
As we have seen, UNDP has already contributed to the Experimental World 

Literacy Programme. But, while it is possible that UNDP allocations to func- 
tional literacy programmes will increase in the coming years as a result of priority 
requests from Member States, the degree to which they can grow is limited by 
the availability of resources within UNDP itself. 
There remain, then, IBRD, regional development banks, and even private 

banks which finance development projects. These sources have already shown 
interest in functional literacy as a factor in development, and Robert McNamara, 
President of the World Bank, has recently reconfirmed his intention of directing 
financial assistance to educational endeavours which will contribute significantly 
to economic development, among which he counts functional literacy. 

If adult literacy, especially functional literacy, does indeed contribute to, and 
in many cases is a prerequisite for, development-and the evidence seems to 
support this hypothesis-then financing adult literacy programmes should be- 
come as important an investment in development during the Second Develop- 
ment Decade as provision of technical assistance or material goods. 
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Throughout this report reference has been made to the fact that illiteracy and 
underdevelopment are often found together, and to the idea that literacy and 
development are strongly linked. These relationships, various aspects of which 
are still under analysis by economists and other experts, have been accepted as 
realities by many nations. Today the belief that people are a prime factor in 
development is the basis for most adult literacy activities. For this reason it is 
especially important that the conditions under which literacy can best contribute 
to development be clearly defined. In this area the Experimental World Literacy 
Programme is making an invaluable contribution by examining the effects of 
functional litcracy in a number of comparable but diverse projects integrating 
literacy with development programmes, and the results of this examination 
should be of widespread interest and value. 
Another theme running throughout this book is the relationship between 

adult literacy and other forms of education. More and more, education is being 
viewed as a continuing process; in today’s world the need for education is 
permanent and even the highly educated require further training in new skills 
and techniques. Looked at in this perspective, adult literacy is not remedial 
attention given to a group of forgotten human beings; it is simply one stage in 
meeting a continuing need that affects us all. 
The breaking down of barriers between various stages of education opens 

great possibilities for the exchange and adaptation of methods, materials and 
techniques. Recent experiments with functional literacy, especially within the 
Experimental World Literacy Programme, seem to have developed some 
valuable ideas with great potential for the regeneration of education as a whole. 
For example, it could be assumed that the concept of problem-oriented learn- 
ing, involving the participation of the learner in acquiring the intellectual and 
manual skills he needs in order to identify and solve his own most pressing 
problems, can be applied to any group at any age. 
Another technique providing exciting possibilities for more widespread use 

is the operational seminar. This practical learning-by-doing system of training 
personnel in the theory and application of functional literacy can not only 
provide new corps of literacy workers but can also be applied to spreading other 
new concepts and methods during the renovation of all forms of education 
expected in the coming years. 
As more and more adults are beginning to acquire functional literacy, the 
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concept of post-literacy activities for adults is changing; meeting the educational 
needs of people with simple literacy skills who have grown to think of education 
as a permanent requirement calls for new kinds of learning experiences which 
bridge the gap between literacy education and more complex subject-matter. 
Self-education, courses for new literates built around problem-solving, wide 
use of media such as radio and television, encouragement of a ‘literate environ- 
ment’-these are some solutions already proposed. But these techniques will 
need to be further elaborated, tested and evaluated in urban, village and rural 
settings around the world to determine which are the most efficient, economical 
and appropriate in various kinds of environments. 
Thus, 1969-71, the transitional years between the First and Second Develop- 

ment Decades, have produced and brought towards maturity several promising 
new concepts and instruments of literacy education for adults. Some of these are 
ready for the next logical step-widespread diffusion and possible adoption by 
comprehensive national literacy programmes. Others need further testing in ex- 
perimental situations. The development of these new concepts and instruments 
makes the shortage of financing for literacy education even more regrettable, 
since without a significant increase in funds the potential success of literacy 
tools now available will never be realized. 
This report indicates throughout that the trend in adult literacy education at 

the beginning of the Second Development Decade is towards the incorporation 
of literacy education into national plans and programmes for development, the 
elaboration of new methods and materials and the training of expert personnel. 
This might seem to indicate the formulation of a highly professional attitude 
towards literacy education-that it is becoming the province of national 
planners, administrators, and experts only. 
It is true that literacy activities require professionalism. But it is also true that 

the provision of literacy to adults is and will remain the business of everyone, 
for without the interest and the efforts of a broad spectrum of the population in 
all countries the world-wide problem of illiteracy will never reach solution. 
Those in positions of public and private leadership, those responsible for 
financing development, the literate population at large, professionals with ser- 
vices to offer-all can press for added attention and greater financial support 
for literacy education, and many can lend invaluable aid in organizing, teaching 
and providing follow-up services to literacy programmes. 
Above all, the will of illiterates themselves to become literate should make it 

impossible for those of us who can read and write to forget the millions for 
whom this human right remains a remote aspiration. 
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I Member States replying to the 
1969- 71 literacy questionnaire 

Argentina 
Australia 
Austria 
Barbados 
Belgium 
Brazil 
Bulgaria 
Burma, Union of 
Byelorussian Soviet Socialist Republic 
Ceylon 
Chile 
Colombia 
Congo, People’s Republic of 
Cuba 
Cyprus 
Czechoslovakia 
Dahomey 
Denmark 
Dominican Republic 
Ecuador 
Ethiopia 
Finland 
France 
Germany, Federal Republic of 
Greece 
Guatemala 
Hungary 
lceland 
Iran 
Ireland 
Israel 
Jamaica 
Japan 
Jordan 

Kuwait 
Laos 
Li beria 
Luxembourg 
Malaysia 
Mali 
Mexico 
Netherlands 
New Zealand 
Nicaragua 
Niger 
Norway 
Pakistan 
Paraguay 
Peru 
Poland 
Romania 
Rwanda 
Saudi Arabia 
Senegal 
Spain 
Sweden 
Switzerland 
Syrian Arab Republic 
Thailand 
Tunisia 
Turkey 
Ukrainian Soviet Socialist Republic 
United Kingdom 
United States of America 
Venezuela 
Viet-Nam (Republic of) 
Zambia 
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II Non-governmental groups and 
organizations replying to the 
1969-7 1 literacy questionnaire 

Agency for Christian Literature Development 
Associated Country Women of the World 
Bestuur voor Internationale Culturele 
Caritas Internationalis 
Catholic International Education Office 
Commission of the Churches on International Affairs 
International Alliance of Women 
International Association of Universities 
International Catholic Centre for Co-ordination with Unesco 
International Co-operative Alliance 
International Council of Women 
International Council on Social Welfare 
International Federation of Free Teachers’ Unions 
International Federation of University Women 
International Radio and Television Organization 
International Voluntary Service 
Pan-Pacific and South East Asia Women’s Association 
Société africaine de Culture 
Women’s International Democratic Federation 
World Association of Girl Guides and Girl Scouts 
World Confederation of Organizations of the Teaching Profession 
World Federation of Trade Unions 
World Federation of United Nations Associations 
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IV Meetings, 1969-71, with Unesco 
participation and assistance 

E X P E R I M E N T A L  WORLD LITERACY PROGRAMME 

Meeting on Experimental World Literacy 
Programme 
1-5 December 1969 (Unesco Headquarters) 

Third International Evaluation Panel 
8-17 September 1970 (Teheran, Iran) 

Literacy Research Week 
22-26 February 1971 (Unesco Headquarters) 

Meeting of Evaluators of Functional Literacy 
Projects 
3-8 May 1971 (Unesco Headquarters) 

Meeting of Specialists in Methodology and Eval- 
uation of Functional Literacy Projects 
15-17 July 1971 (Unesco Headquarters) 

Fourth International Evaluation Panel 
20-24 September 1971 (Unesco Headquarters) 

Inter-Agency Meeting on Work-oriented Literacy 
1-5 December 1969 (Unesco Headquarters) 

Inter-Agency Meeting on Work-oriented Literacy 
1-2 December 1970 (Unesco Headquarters) 

International Jury for Literacy Prizes 
25-31 August 1969 (Santiago de Compostela, 
Spain) 

International Jury for Literacy Prizes 
25-30 August 1970 (Teheran, Iran) 

International Jury for Literacy Prizes 
31 August to 1 September 1971 
(Moscow, U.S.S.R.) 

1. Indicates that the final report is available from Unesco. 

T o  examine progress made in the experimental 
programme and determine subsequent devel- 
opment of the programme. 

To consider progress of the experimental 
prcgramme. (Report avai1able.l) 

To determine ways and means of university 
co-operation in the experimental programme. 

T o  consider evaluation of impact of func- 
tional literacy and to develop framework 
permitting a certain amount of international 
comparability. 

To establish framework for description of 
functional literacy methodology, to establish 
guidelines for pedagogic evaluation, to define 
research themes common to projects. 

To consider progress of the experimental 
programme. (Report available.) 

To discuss collaboration between Unesco and 
other United Nations Specialized Agencies. 

To discuss collaboration between Unesco and 
other United Nations Specialized Agencies. 

Select winner of international prize. (Report 
available.) 

Select winners of international prizes. (Report 
available.) 

Select winners of international prizes. (Report 
available.) 
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Round Table of Bankers, Economists, Financiers To consider literacy as economic investment 
11-13 February 1969 (Rome, Italy) and advise on best ways of financing literacy 

operations. (Report available.) 

European Round Table on Literacy in Economic To examine the problems of fitting literacy 
Development Projects training into economic development projects. 
22-24 April 1970 (Turin, Italy) 

TRAINING PROGRAMMES 

Study Visit and Seminar to Iran’s Project by To see pilot project of functional literacy and 
Educators from Twelve Asian Countries participate in seminar. 
27 October to 9 November 1969 (Iran) 

Workshop for English-speaking Literacy Projects Training in functional literacy. 
29 April to 12 May 1970 (Addis Ababa, Ethiopia) 

Operational Seminar for French-speaking 
Literacy Projects 
18 May to 5 June 1969 (Tunis, Tunisia) 

Practical training in functional literacy. 

CREFAL 

Seminar on Functional Literacy in Latin America To analyse literacy programmes under way 
Mid-1969 (Quito, Ecuador) and to discuss training in the context of 

development. 

To provide first-hand experience of various 
phases of a functional literary project. 

Operational Seminar for Latin America 
21 September to 8 October 1970 (Patzcuaro, 
Mexico) 

Operational Seminar for Central America and To provide first-hand experience of various 
Panama phases of a functional literary project. 
1-28 March 1971 (Turrialba, Costa Rica) 

CREFAL-AIDED SEMINARS AT NATIONAL LEVEL 

Seminar on Functional Literacy 
17-19 February 1970 (Colombia) 

Seminar on Functional Literacy 
16-25 March 1970 (Lima, Peru) 

To discuss functional literacy. 

To determine appropriate ways to implement 
functional literacy projects. 

Operational Seminar To provide first-hand experience of various 
3-31 May 1971 (Celaya, Mexico) and 2-20 June phases of a functional literacy project. 
1971 (Lombardia, Mexico) 

Operational Seminar 
31 May to 23 June 1971 (Acariqua, Venezuela) 

Operational Seminar 
9-28 August 1971 (Baranquilla, Colombia) 

To provide first-hand experience of various 
phases of a functional literacy project. 

To provide first-hand experience of various 
phases of a functional literacy project. 
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ASFEC 

Seminar on Functional Literacy To outline practical measures in planning and 
11 August to 1 September 1969 (Beirut, Lebanon) executing functional literacy programmes. 

Regional Operational Seminar T o  initiate participants into the various 
9-28 January 1971 (Gezira area, Sudan) phases of a functional literacy project. 

ASFEC-AIDED S E M I N A R  AT N A T I O N A L  LEVEL 

Field Operational Seminar for New Communities To provide participants with field experiences 
1-31 May 1971 (Abis and Tahrir areas, Egypt) in processes of functional literacy work. 

R A D I O  AND TELEVISION 

Radio and Television in Out-of-School Education To consider how to utilize radio and televi- 
for Literacy Work, Regional Workshop sion for literacy work. 
16 April to 14 May 1971 (Kingston, Jamaica) 

NON-GOVERNMENTAL ORGANIZATIONS 

World Assembly of Youth To consider youth and students in literacy 
7-12 April 1969 (San José, Costa Rica) projects. 

World Federation of Trade Unions (WFTU) To consider role of trade unions in functional 
6-10 May 1969 (Nicosia, Cyprus) literacy. 

Le Mouvement Mondial des Mères Femmes et To consider literacy problems in relation to 
Mères d’Afrique women’s status and role. 
1-8 September 1969 (Togo) 

World Association of Girl Guides and Girl Scouts To consider literacy as a factor in the civic 
NGO Regional Seminar, Asia and political education of women. (Report 
18-28 January 1970 (Colombo, Ceylon) available.) 

World Union of Catholic Women’s Organizations Three meetings about education and literacy 
June and July 1970 (Kenya, Uganda, Tanzania) for women. 

Study Course on Literacy and Economic Develop- To consider role of women in functional 
ment (World Confederation of Organizations of literacy campaigns. 
the Teaching Professions, WCOTP; Union of Lay 
Teachers; Syndicat des Enseignants Laïcs du 
Togo, SELT) 
8-15 July 1970 (Lome, Togo) 

Associated Country Women of the World and Seminar on the role of a women’s voluntary 
International Alliance of Women organization in national development. 
17-24 December 1970 (Calcutta, India) 

Permanent Committee of Non-Governmental To consider role of non-governmental orga- 
Organizations nizations in literacy work. 
1-15 March 1971 (Unesco Headquarters) 
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Seminar on African Teachers’ Role in Literacy To assess the experiences of the African 
(World Federation of Teachers’ Union, WFTU) 
15-17 March 1971 (Khartoum, Sudan) 

Women’s International Democratic Federation Regional seminar on the training of literacy 
1-10 November 1971 (New Delhi, India) workers. 

World Union of Catholic Women’s Organizations Regional seminar on education of women. 
26 November to 3 December 1971 (Nairobi, 
Kenya) 

Catholic Commission on Development (Com- National seminar on ‘The Church and 
mission Episcopale pour le Developpement) 
27 December to 8 January 1972 
(Kinshasa, Zaire) 

teachers’ organizations in literacy work. 

Development’. 
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V The Mohammad Reza Pahlavi Prize 
and the Nadezhda K. Krupskaya Prize: 
winners and honourable mentions 

1969: MOHAMMAD REZA PAHLAVI PRIZE 

Winner : 
NATIONAL TECHNICAL LITERACY COMMITTEE OF THE KINGDOM OF CAMBODIA, for its 
impressive efforts and the remarkable results it has obtained by mobilizing public 
opinion and using all available means for the promotion of adult literacy so as to stimu- 
late adults to take an active part in the economic, social and cultural development of 
their country. 

Honourable mentions: 

SUMMER INSTITUTE OF LINGUISTICS, AUSTRALIA, for its untiring activity in the various 
branches of literacy teaching in some fifty-five vernacular languages, on behalf of about 
500,000 illiterates belonging to seventy-six tribes in Papua, N e w  Guinea. 

BOMBAY SOCIAL EDUCATION COMMITTEE, INDIA, for its sustained efforts and decisive 
contribution to literacy teaching on behalf of 522,000 adults, and for its social and 
cultural activity among those who have recently learned to read. 

BAMBARA TECHNICAL COMMISSION, MALI, for its systematic activity on behalf of the literacy 
teaching of adults in the Bambara language, as part of a pilot project for functional 
literacy. 

NEPAL WOMEN’S ORGANIZATION, for its remarkable work in favour of the literacy 
teaching of women and of their integration into the national effort for economic and 
social development. 

ASSOCIATION OF PAKISTAN GUIDES, for organizing a network of eighty-two adult literacy 
centres which regularly teach 3,000 women at a time and in which thousands of persons 
have learned to read and write during the last ten years. 

ADULT EDUCATION INSTITUTE, TUNISIA, for its decisive contribution to the launching and 
implementation of a national adult literacy programme, including the establishment, 
testing and application of an efficient methodology of literacy teaching and training. 

BELGRADE TELEVISION, YUGOSLAVIA, for its creative activity in using television for adult 
literacy and for its outstanding contribution in the matter of methodology. 

PASTOR CHARLES T. HEIN, Member of the Togolese National Literacy Committee, for 
his remarkable scientific work which has proved beneficial not only to Togo but to several 
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other African countries, and for the fundamental and direct part he has played in training 
nearly one thousand voluntary teachers and instructors for literacy work. 

1970: MOHAMMAD REZA PAHLAVI PRIZE 

Winner : 

ACCION POPULAR-ESCUELAS RADIOFONICAS DE SUTATENZA, COLOMBIA, for the unceasing 
activities it has carried out and developed since 1947 in favour of adult literacy through 
the use of radio, and for the considerable influence it has gained on an international level, 
especially due to thorough research in different fields of activity. 

Honourable mentions: 

LIAISON COMMITTEE FOR LITERACY AND PROMOTION, FRANCE, for its noteworthy efforts in 
the training of literacy personnel and in research in the particularly complex and relatively 
unexplored field of literacy activity among immigrant workers in an industrialized 
country. 
EDUCATIONAL RADIO-TELEVISION TEAM, TUNISIA, for its successful experiment with the 
combined use of television and radio for literacy throughout the major part of this 
country. 
LITERACY HOUSE LUCKNOW, INDIA, for the totality of its activity since its creation in 
1953 in the different fields of adult literacy and, particularly, the writing of primers, the 
use of audio-visual means and research. 
RADIO UNIVERSITY OF GITERAMA, RWANDA, for its systematic use of radio to make 
literate young people and adults of scattered populations whose education by ordinary 
means is particularly difficult. 
YEMISSRACH DIMTS LITERACY CAMPAIGN, ETHIOP~A, for its efforts in the planning of 
literacy work and its capacity to foster the participation of local communities in the 
financing and implementation of its activities. 

1970: NADEZHDA K. KRUPSKAYA PRIZE 

Winrier: 

LANGUAGE AND LITERATURE INSTITUTE OF THE ACADEMY OF SCIENCES, MONGOLIAN 
PEOPLE'S REPUBLIC, for the decisive part it has taken in the elemination of illiteracy in this 
country within a few decades, starting from a very high percentage of illiteracy and under 
particularly difficult conditions. 

Honourable mentions: 

MOBILE RURAL SCHOOLS, MEXICO, for the literacy work that this system of itinerent 
classes is carrying out among young people and adults living in isolated regions deprived 
of village schools. 
AMIR BIRDJANDI, IRAN, for a lifelong career dedicated to adult literacy, crowned by his 
decisive contribution to the implementation of Iran's functional literacy project. 
ANNA LORENZETTO, PRESIDENT NATIONAL UNION FOR THE STRUGGLE AGAINST ILLITERACY, 
ITALY, for the impact of her practical activity and her conceptual contribution to literacy, 
both in her own country and at an international level. 
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NATIONAL ADULT LITERACY AND EDUCATION SERVICES, PEOPLE’S REPUBLIC OF THE 
CONGO, for its increasing achievements, obtained in spite of the scarcity of means at its 
disposal and, especially, for its capacity to develop the interest and the participation of 
broad sections of the population. 
UNION OF SUDANESE WOMEN, for its sustained efforts and the notable results obtained 
among illiterate women, through the use of highly diversified means and methods, and 
thanks to its ever-present concern for linking literacy work to the specific problems and 
interests of its audience. 

1971: MOHAMMAD REZA PAHLAVI PRIZE 

Winner: 

GENERAL LITERACY SUPERVISORY AND CO-ORDINATING COMMITTEE, BURMA, for the 
intensive literacy teaching carried out with exemplary persistence and earnestness in an 
increasing number of areas for the benefit of broad strata of the population and with the 
assistance of the whole student body. 

Honourable mentions: 

NATIONAL AFFILIATION FOR LITERACY ADVANCE, UNITED STATES OF AMERICA, for the 
notable effort of this charitable organization in the training of literacy teaching teams, 
research, and the mobilization of public opinion. 
MRS MARJORIE KIRLEW, JAMAICA, for twenty years the exemplary prime mover and 
organizer of the national literacy programme, for her work as a whole and especially for 
her vital contribution to the production of educational material and to the universal use 
of audio-visual aids. 
LITERACY CAMPAIGN IN WEST IRIAN, INDONESIA, for the work it has done to eradicate 
illiteracy in that area, despite great material difficulties and the fact that a large number 
of the inhabitants do not speak the language of Indonesia. 

1971: NADEZHDA K. KRUPSKAYA PRIZE 

Winner: 

ZAMBIA ADULT LITERACY PROGRAME, for the substantial effort it is making, in the 
matter of literacy teaching, for the benefit of hundreds of thousands of adults, with the 
purpose of producing massive and diversified literacy teaching and post-literacy teaching 
material in the different Zambian languages. 

Honourable mentions: 

ANGOLAN WOMEN’S ORGANIZATION, for its literacy teaching work, carried out in condi- 
tions of great insecurity and sometimes in secret, with the purpose of giving the people the 
knowledge necessary to improve their daily life and raise the productivity of their work. 
MINISTRY OF EDUCATION AND FINE ARTS, DOMINICAN REPUBLIC, for its tremendous 
effort to provide nation-wide literacy teaching for adults by systematically mobilizing 
those of good will, and setting up an immense network of radio schools. 
LITERACY SECTION OF THE STATE OF KUWAIT, for the systematic studies it has carried out 
as part of its programme of activities, in order to improve literacy textbooks as one of the 
country’s priorities in economic and social development. 
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